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ABSTRACT
ENGLISH CURRICULUM FOR MEDICAL STUDENTS
IN THE PEOPLE'S REPUBLIC OF CHINA
FEBRUARY 1989
XIAN-MIN ZHUO
B . A
. ,
SHANGHAI FOREIGN LANGUAGE INSTITUTE
M . Ed
. ,
UNIVERSITY OF MASSACHUSETTS
Ed. D.
,
UNIVERSITY OF MASSACHUSETTS
DIRECTED BY: Professor George E. Urch
According to Chinese government's policy, all
students attending medical universities and colleges are
required to study English for two— or two—and-a half
years of their five- or six-year program. However, an
English curriculum especially designed for medical
students has never been developed. Currently, the
English curriculum for science and technology (ECST) is
being used in medical schools. The ECST is not based on
any needs assessment of medical students, medical
professionals, and medical professors, and .lacks
credibility. Without an adequate curriculum, the
vi
available English courses for medical students are
irrelevent and ineffective.
This study discussed and analyzed the problems
relating to the English curriculum in medical schools
and designed a relevant English curriculum for medical
students. In doing so, the study utilized the following
research procedure: 1. review of government's policy; 2.
review of literature in English for specific purposes
and curriculum development; 3. review of the current
English curriculum for science and technology (ECST) ; 4.
review of medical English textbooks; 5. review of
English textbooks for Chinese secondary school students;
and 6. field observation.
Although there are no specific figures available, a
growing number of Chinese medical students have been
studying in English-speaking countries for the past
decade. Considering that the Chinese government is
likely to maintain its "open door" policy, students will
continue to participate in advanced studies overseas. As
part of their academic work, they are required to write
papers in English. This strongly suggests that there is
a need to design an English writing curriculum to help
students develop needed writing skills in the English
language.
Vll
The curriculum developed in this study is for
medical students who specifically need to improve their
English writing skills in medical science. Based on the
students' needs, goals and objectives were developed,
and a syllabus was specified, teacher-training,
materials and methods, as well as evaluation procedures
were also defined.
The curriculum is relevant for Chinese medical
students, however, its effectiveness and sufficiency
need to be field-tested and appropriate modifications
must be made.
viii
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CHAPTER I
INTRODUCTION
Background
Chinese government policy requires that students
attending medical universities and colleges study
English for two or two and a half years of their five or
six year program. However, an English curriculum
especially designed for Chinese medical students has
never been developed. Research shows that the English
curriculum for science and technology (ECST) currently
in use in medical schools is inadequate. It is believed
that without an adequate curriculum, the available
English courses for medical students are irrelevant and
ineffective
.
Although there are no specific figures available, a
growing number of Chinese medical students have been
studying in English-speaking countries, such as the
United States and Great Britain, for the past decade.
Since the Chinese government is likely to maintain its
"open door" policy, students will continue to go
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overseas to participate in advanced studies. As part of
their academic work, they are required to write academic
papers in English. This strongly suggests that there is
a need for students to develop writing skills in medical
English.
This study will develop an English curriculum in
academic writing for Chinese medical students. Such a
curriculum will be developed after an analysis of the
currently-used ECST for Chinese medical students.
Statement of Problems
According to Nicholls (1980),
Teachers need to establish very clearly
what they are trying to achieve with
their pupils, then to decide how they
hope to do this and finally to consider
to what extent they have been successful
in their attempts (pp. 13-14).
A relevant curriculum is needed for teachers to
teach any subject. A carefully prepared curriculum
should include a needs assessment, objectives, content,
method and evaluation.
An investigation of English language education in
Chinese medical universities and colleges and personal
experience in teaching English in the Shanghai Medical
University revealed that a practical English language
2
curriculum designed specifically for Chinese medical
students has never been developed despite the fact that
English courses are mandated.
Mackay and Bosguet (1981) developed a four-step
procedure for curriculum development: (A) Basic
information gathering, (B) Goal Specification,
(C) Production, and (D) Evaluation.
Basic Information Gathering
Mackay and Bosguet specify the basic information
gathering stage as
... to ensure that all of the factors
that can affect the program, in either
beneficial or deleterious ways, are
identified, duly weighed, and
appropriately taken into consideration.
Furthermore, it allows the program
developer to specify as clearly and as
fully as possible the nature of the needs
of those who will benefit from it (the
students, the institution, the community)
and of those who will be required to
teach it (1981, p. 6).
The current ECST indicates that a needs assessment
was conducted before its development, however, it seems
to have been rather limited. In 1983, there were 110,175
Chinese students studying in science and technology
(China's Educational Year Book, 1984, p. 786 and p.
792), but only 4,000 needs assessment questionnaires
were distributed to them. Of these, only 1,709 (42.5%)
were returned. Among these, 1,527 were from the same
3
university - 89.2% of the 1,709 (ECST, 1984). The
developers did not indicate how the questionnaires were
compiled, or distributed or collected, or how
participants were selected. The questionnaires were
analyzed by computers, but the study did not specify how
the results affected the development of the ECST.
Such a small proportion of participants cannot
reflect the needs of the vast majority of students. The
extremely unbalanced percentage of returned
questionnaires may have further misrepresented the needs
of students in other universities and colleges. Since
there was no indication that medical students
participated in this investigation, it can be assumed
that what medical students needed was not specified.
Therefore, the needs assessment conducted for the
purpose of currently-used ECST could not accurately
represent Chinese medical students.
In determining learners 7
language needs, care has to be taken
to distinguish real, current needs
(what the student needs the language
for now) from future hypothetical
needs (what the student may want the
language for at some unspecified
time in the future) . Both of these
should be distinguished from student
desires (what the student would like
to be able to do with the language,
independent of the specific
requirements of the situation or
job, for which the needs analysis is
being carried out) and teach-created
needs (what the teacher imagines is
4
needed or would like to impose on
the students) (Mackay & Bosquet,
1981, p. 6)
.
The above statement separates needs into four types
and defines objectives accordingly. A review of the
current ECST showed that these four needs were not
clearly specified. For instance, developing listening
skills was listed as an objective, but it did not
indicate if this was what students needed or what
teachers wanted students to learn.
Goal Specification
According to Mackay and Bosquet, at this stage
objectives are defined based on an analysis of gathered
information. To define "objectives," Munby (1978)
provided a clear set of nine parameters (see Chapter
III) .
A review of the current ECST showed that it did not
use Munby's parameters therefore, the objectives for
medical students were not appropriately defined. Much
information was missing in the areas of context and
disciplines, physical and psycho-social settings,
communicative partners, the rational to develop a
language skill, dialects and registers involved, the
proficiency level, and communicative skills.
5
Production
The third phase according to Mackay and Bosquet
(1981) includes three components: materials, syllabus
specification and classroom procedures.
On the basis of the information
provided by the needs analysis, the
materials writer may select
appropriate samples of the target
language that adequately represent
the characteristics of the target
language and the associated demands
it will place upon the user (Mackay
& Bosquet, 1981, p. 16)
.
A discussion with textbook developers showed that
the two textbooks currently in use at Chinese medical
schools were not developed based on a needs assessment.
A review showed that their purposes and objectives in
terms of functions and skills were not clearly defined,
and that most communicative needs were not taken into
consideration. Investigation showed that these two books
were exclusively used for students of public health and
pharmacology. This indicated that the textbook
developers and the English language teachers in the
medical schools were not conscious of the relationship
between linguistic features and the specific field of
work, and did not seem to take into consideration the
learner's proficiency in the target language.
An adequate syllabus for an LSP
course would list the steps in terms
of the grammatical, lexical and
communicative generalizations
6
required to reach the specified
objectives of the program (Mackay &
Bosquet, 1981, p. 17).
Although the currently-used ECST includes
grammatical, lexical and communicative aspects, it
focuses on the first two. The steps in terms of how to
secure the achievement of grammatical and lexical
competence were extensively elaborated on, whereas steps
to achieve communicative competence were limited.
According to Mackay and Bosquet, classroom
strategies and techniques require
...not only linguistic knowledge,
but also considerable teaching
experience and a flair for
creativity. The creativity and
innovation, however, have to be
informed by what is possible,
practical and acceptable to both
learner and instructor (1981,
p. 17).
Mackay and Bosquet' statement applies to the
teachers who have been trained in teaching and those who
have been exposed to various teaching approaches and
methods, however, it does not apply to the majority of
Chinese English teachers. Only a small number of Chinese
English teachers at a tertiary level have been exposed
to different teaching approaches, and these are
concentrated in a few specialized foreign language
institutes and departments and provide little
7
professional interaction with English language teachers
in universities and colleges in science, technology
medicine.
In the English department of the Shanghai medical
university, where I have worked for four years, many
observations indicate that none of the 40 teachers in
1983 had adequate training in teaching methods. Although
we applied the Audio-lingual method at that time, few of
us knew its rationale and limitations. This condition
existed in other types of universities and colleges as
well, since teaching methods were not taught in foreign
language institutes and departments, which have been the
main suppliers of English language teachers for
universities and colleges of science, technology and
medicine
.
According to Mackay and Bosquet (1981), evaluation
is part of curriculum development. There are two kinds
of evaluation: "formative" and "summative." Formative
evaluation is carried out on a daily basis and it is
intended to give immediate feedback to curriculum
developers in relation to a teaching unit, method of
presentation or even individual exercise. On the other
hand, "summative" evaluation usually takes place at the
8
end of the trial teaching period. A review of the
current ECST does not indicate that any form of
evaluation has been conducted.
Medical Writing in English
A review of the Chinese government's documentation
showed that in 1981 eight Chinese medical universities
and colleges established official exchanges with medical
universities and colleges in English speaking countries
(China's Educational Year Book, 1984, pp. 676-680). Many
more Chinese medical universities and colleges were
involved in unofficial exchanges. Among 8,151 Chinese
students studying abroad in 1981, 3,726 were in the
United States and 486 in Great Britain (China's
Educational Year Book, 1984, p. 668). Although there
was no clue as to how many medical students were
included in this figure, Finger and Reed claimed that
from 1981 to 1982 of 6,000 Chinese students in the
United States, 7% were undergraduate students, 10%
graduate students and 11% scholars involved in medicine
and life science (1981, pp. 12-13). Considering that the
Chinese government intends to continue an "open-door"
policy, we can assume that a great number of Chinese
students, including medical students, will study in
English speaking countries such as the United States,
and Great Britain.
9
These facts establish that there is a need to help
Chinese medical students develop English writing skills
in order to complete or refine their study. The
currently-used ECST listed writing as a skill area, but
did not deal with medical scientific writing for
tertiary level students.
According to Harkins (1967), Dirckx (1976), there
are different kinds of medical writings: case history,
case report, research article, lecture notes. In medical
writing, one often uses illustrations, numbers, graphics
and pictures to express or clarify certain medical
concepts. Medical writing requires clearness and
precision, and also involves knowing how to conduct a
review of the literature, how to produce an outline,
draw a draft, include documentation, compile a
bibliography and revise a written work.
The writing skills mentioned above in medical
writing are not reflected in the current ECST, nor in
the classroom. In 1986, I visited the English department
of the Shanghai Medical university and found there were
courses focusing on listening, reading and speaking, but
none on writing.
Discussions with American medical scientists
working with Chinese medical students indicate that many
10
of their Chinese students have writing problems; they
often can not express clearly what they mean and have
difficulty analyzing and discussing.
Having discussed the shortcomings of English
language education in Chinese medical schools, I think
there is a need to address the development and design of
English language curricula for Chinese medical students.
Purpose of the Study
The purpose of the study is to
1. Review and analyze the development of the
English language curriculum in Chinese medical schools.
2. Explore the need for an English curriculum for
Chinese medical students.
3. Design such a curriculum to help students with
medical writing.
This study, therefore, will result in the
development of an English writing curriculum for Chinese
medical students.
11
Significance of the Study
This study is designed mainly for the Chinese
English language teaching staff at Chinese medical
universities and colleges. It has the following
significance
:
1. Based on my experience, a limited number of
teaching staff have been exposed to theories of English
for specific purposes (ESP) and ESP teaching. This study
will provide a relevant theoretical framework.
2. This study will help Chinese English language
teachers to be aware of particular issues of English
language education in Chinese medical universities and
colleges. It is also designed to help them deal with
these problems.
3. The development of an English curriculum for
medicine (ECM) in writing will serve as a guideline for
related teaching staff, to be consulted or used in their
teaching
.
Clarification and Delimitation
Assumptions
According to Mackay and Bosquet (1981), and Yalden
(1983), an effective language curriculum should include
language mechanics, functions, styles, discourses, field
12
discourses, needs assessment, and learners' social and
cultural backgrounds. Experience and investigation
indicate that the current ECST does not adequately deal
with these issues, and therefore does not provide the
best informed guidance for Chinese medical schools.
Definitions
English-speaking countries
. Although many countries
claim English as their official language or mother
tongue, English-speaking countries in this study refer
primarily to the United states, Great Britain, Canada,
Australia and New Zealand.
Written code . Most languages have a written forms
which is often reflected in their spoken form, however,
in some cases they do not. For example some dialects in
Chinese language do not have written symbols
corresponding to their spoken words.
Spoken dialect . "Spoken dialect" here refers to
different spoken dialects in Chinese. Although the
Chinese uses the same written code from region to
region, spoken dialects vary greatly and are often
mutually unintelligible.
Medical English . "Medical English" here refers to
English for Chinese medical students in a foreign
language setting.
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Medical writing
. There are many kinds of medical
writing. In this study it refers to writing for academic
purposes
.
ECST. refers to the "English curriculum for science
and technology" published by the Ministry of Education,
P.R.C. in 1984.
ECM. refers to the "English curriculum for
medicine .
"
Chinese refers to Chinese in the People's Republic
of China.
Exclusion
Although it is relevant, this study does not
include English in Chinese vocational medical schools
which train mediate and intermediate level doctors, nor
does it include nursing schools or medical training
programs. These schools and programs have their own
curricula and the needs and background of learners are
different from those in more formal higher educational
institutions
.
Due to the limitation of time and space, this study
does not intend to develop a curriculum for listening,
speaking, reading and translation.
14
Design of the Study - Research Procedure
This study will use the following research
procedure
1* Review of Government Policy. Since China has
been using a centralized educational administration
system since 1949, it is important to review government
documents from 1949 in order to assess the effect of its
political and economic policies regarding English
language education, specifically English in medical
schools in higher education. Review of government policy
is designed to answer the following questions.
A) Does the government significantly influence the
teaching of English in higher education, specifically in
medical schools? If so, how and to what extent?
B) What are the contributions and problems
resulting from governmental interaction?
C) What are the implications of the government's
roles for developing an ECM in writing?
The review will be based on China's Educational
Year Book (1984) which has collected documents in
education since 1949. Relevant documents will be
selected and quoted if necessary. Discussion and
analysis will be incorporated throughout the study.
2. Review of Literature. The literature review
will include literature in ESP definition, needs
15
assessment, objectives, syllabus and medical writing.
The review of literature is designed to answer the
following questions:
A) What is the nature of the ESP and what are the
implications for medical English?
B) What is the nature of needs assessment and why
is it important to include it in language teaching? What
is an adequate assessment from a theoretical
perspective? What are the limitations and problems of
needs assessment in practice? How can I conduct an
adequate needs assessment in order to develop an ECM in
writing?
C) What is the relationship between a needs
assessment and objectives? Why is it necessary to define
objectives? What are the problems in defining objectives
and what issues should I be aware of in defining
objectives for the ECM in writing?
D) What are the theories in syllabus design? What
is the nature of a syllabus? What is the relationship
between a curriculum and a syllabus and what are the
implications for developing an ECM in writing? What are
the available syllabus models? What are the
contributions and limitations of each model? What is the
16
relationship between a syllabus and a curriculum? How
can I draw the best part of each model for the
development of the ECM in writing?
E) What is the nature of medical writing? What
should be included in the ECM for writing? How can it be
taught?
The literature will be reviewed and discussed.
Relevant issues will be addressed and analyzed
accordingly.
3 • Review of the Current English Curriculum for
Science and Technology
. Since the medical schools
depend on the current ECST for English language
teaching, it is necessary to review its theoretical
framework and practical design. The review of the
current ECST is intended to answer the following
questions
:
A) What theories are the current ECST based on?
B) What are the features of the ECST?
C) What are the problems of the ECST?
D) What are the limitations of ECST regarding
medical students?
E) What are the implications for the development of
an ECM in writing?
4. Review of Medical English Textbooks . Although
current medical English textbooks are not developed on a
17
needs assessment, they have been used extensively in
Chinese medical schools. The review of textbooks is
intended to answer the following questions:
A) What is the theoretical framework?
B) What are the general features of these
textbooks?
C) What do they intend to teach and how have they
been used?
D) What are their problems?
E) What are the implications for developing an ECM
in writing?
5 . Review of English Textbooks for Chinese
Secondary School Students . The current ECST has taken
into consideration English language education in Chinese
secondary schools and English textbooks at the tertiary
level. My purpose for reviewing these textbooks is to
explore the following questions.
A) On what theoretical framework are textbooks
developed?
B) What are their nature and characteristics?
C) What problems do they contain? What is the
connection between these textbooks and those used for
higher education and how do they affect the development
of the current ECST?
18
D) What are the implications of this analysis for
developing an ECM in writing?
6
- Field Observation. A field observation
conducted by this writer in the Shanghai Medical
University from 1980 to 1983 will be used. It deals
with the following issues:
A) How have textbooks and material been presented
in the classroom?
B) How have students responded to these materials?
C) What methods have been used?
D) What are the problems regarding materials and
methods?
E) What is the linguistic and teaching competency
of the teachers?
F) What is the relationship between teachers and
students and between students and students?
G) How do these affect learning?
H) What are the implications for developing the ECM
in writing?
Data Selection and Collection
The current English Curriculum for science and
technology (1984) is the only officially published
curriculum and is used extensively in Chinese medical
19
schools, it represents general problems in English
language education common to all Chinese medical
schools. The current ECST is attached at appendix A.
The two sets of English textbooks selected in this
study were developed by five faculty members from five
medical universities in China and approved by the
Ministry of Education as well as the Ministry of Health
(some medical universities are controlled by the
Ministry of Health)
. The texts were published by a
government-sponsored publishing press in 1979 and in
1983 and have been widely used in medical universities
and colleges since then. The problems associated with
these textbooks are therefore considered to be typical.
Only one six volume set of English textbooks for
Chinese secondary schools has been approved and
published by the Ministry of Education. These books have
been used extensively throughout China and there is a
strong connection between these textbooks and the
current ECST. Two English medical textbooks developed by
native English speakers will be analyzed in this study.
Since they are typical English textbooks for medical
students, the features of these textbooks are
representative and will provide needed guidance in
developing the ECM in writing.
20
Field observations and personal experience are
based on four years of teaching in the Shanghai Medical
University (SMU) . Since the majority of medical
universities and colleges use the same curriculum, the
same textbooks, and teachers have similar academic
backgrounds, the problems existing at SMU may reflect
problems in other medical universities and colleges as
well. Field observations have been recorded in the form
of notes, brought with me when I came to the United
States in 1983.
Limitation of the Study
The ECM developed in this study only focuses on
medical scientific writing. It will not be relevant to
medical writings for other purposes.
Organization of the Study
The title of this dissertation is English
Curriculum for Medical Students in the Peopled Republic
of China and it will be organized into six chapters:
Chapter I contains an Introduction, Background,
Statement of Problems, Purpose of the Study,
Significance of the Study, Clarification and
21
Delimitation, Design of the Study - Research Procedure,
Data Selection and Collection, Limitation of the Study,
Organization of the Study.
Chapter II entitled The Evolution of English
Education—in—Medical Universities and Colleges , consists
of an Introduction, English Language Education before
1949, English Language Education: 1949-1966, English
Language Education: 1966-1976, English Language
Education: 1976-present, and Conclusion.
Chapter III, Theories and Approaches of Curriculum
Development (ESP) and the Implication for Medical
English
, contains an Introduction, Definition of
Curriculum, English for Specific Purpose (ESP): Origin,
Definition, Development and Features, Principles of
Curriculum Design, and Conclusion.
Chapter IV, Analysis of the English Curriculum
Presently-Used in Medical Schools , contains an
Introduction, The problems in Evaluation, Problems with
participating Scientists and Engineers, Discussion of
the Revised ECST Drafts, The English Curriculum for
Science and Technology (ECST)
,
English Language
Education in Medical Schools and the Problems in Using
the ECST and Conclusion.
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Chapter V, The English Curriculum for Medical
Scientific—Writing
,
is divided into an Introduction,
Developing English Curriculum for Medical Scientific
Writing and Conclusion.
Chapter VI, contains a Conclusion and
Recommendations. These six chapters will be followed by
a list of Appendix and a Bibliography.
23
CHAPTER II
THE EVOLUTION OF ENGLISH LANGUAGE EDUCATION
IN MEDICAL UNIVERSITIES AND COLLEGES
Introduction
English as a second or a foreign language has been
taught in formal school systems in many non-English
speaking countries including China. By the late 1970s
there were approximately 46,703,493 or 15.7% of the
students in elementary schools and 71,033,466 or 76.7%
of the students at the secondary school level in the
world were studying English. Many more were studying it
at the tertiary level (Fishman, 1977, p. 16).
As a foreign language, English has been taught in
Chinese educational systems for over a hundred years. At
present, English is a "listed subject" (required) in
many elementary and secondary schools and a mandatory
course in higher education. As part of the higher
educational system, all medical universities and
colleges require their students to take English classes
(China's Educational Year Book, 1984, p. 321) . In this
chapter the evolution of English language education in
24
Chinese medical universities and colleges will be
explored. The emphasis will be on foreign influence and
the Chinese government's policies. The lack of relevant
curriculum and insufficient textbooks and methodology
will be addressed as well.
P°litical, social and economic factors in various
historical periods have strongly influenced English
language education in medical universities and colleges
therefore, the discussion in this chapter will follow
the outline shown below.
1 . Before 1949
2 . 1949 - 1966
3 . 1966 - 1976
4 . 1976 - present
English Language Education Before 1949
Before the massive intrusion of the Western
European countries starting in 1830, China had long been
engaged in religious and commercial activities with many
foreign countries. The famous silk road in the early
Tang Dynasty (618-755 A.D.) bridged trade between China
and other Asian countries. There were frequent cultural
and commercial exchanges between China, Japan and Korea.
Buddhism and Islam were introduced to China from India
25
and the Arab countries. Western Europeans had a long
history of association with the Chinese people as well.
One example was the famous Italian traveler Marco Polo
whose documentation of his stay in China during the 13th
century remains a valuable historical recording. All
these interactions undoubtedly required foreign language
skills, however, records indicate that before 1860 there
were no formal schools engaged in foreign language
education in China.
Around 1830, Western Europeans began to enter
China. The Opium Wars (1839-1842) between the British
and the Chinese, Anglo-French seizure of Canton province
(which resulted in the Treaty of Tianjin in 1858), the
Anglo-French occupation of Beijing and destruction of
the Imperial Summer Palace in 1860 and several foreign
invasions afterwards forced China to open its economic
doors to the West.
Under the armed invasions from the West and the
spread of Western science and technology, the Chinese
government at that time
...learned a bitter lesson: in order
to survive in the new world which
had been rudely thrust upon it, it
must change and learn the secrets of
Western strength. Beginning in
1860s, a "self-strengthening
movement" was initiated to learn
Western techniques of shipbuilding
and gunmaking, but before this could
26
be accomplished it was necessary to
learn Western languages (Hsu, 1966
p. 275)
.
Under these circumstances, the first foreign
language academy, Tungwenguan, was established in
Beijing in 1861 (Hsu, 1966, p. 275). Initially
Tungwenguan offered only two foreign languages - English
and French. Later on Russian and German were included
(Hsu, 1966, p. 275)
.
These were the languages of the
four countries which seemed to represent aggressive
colonial mentality, relatively strong economies and more
advanced science and technology at that time. While
maintaining its emphasis on foreign language education,
the academy gradually added subjects such as
mathematics, astronomy and chemistry.
How did the "self-strengthening" movement and the
Tungwenguan Foreign Language Academy affect English
language education in medical universities and colleges?
To answer this question it is necessary to briefly
review the development of medical education in China.
Chinese traditional medicine existed for thousands
of years before the Western intrusion, but there were no
universities or colleges to teach it. The first Chinese
traditional medical colleges were not established until
after 1956 (China's Educational Year Book, 1984, p.
320) .
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Western medicine came to China in the early 19th
century through the Western missionaries, which was
before the "self-strengthening" movement. The first
medical missionary to arrive in China was Robert
Morrison - a Protestant from the London Missionary
Society. Morrison arrived in Canton in late 1807
(Bowers, 1972, p. 18). However, he put an emphasis on
religion rather than on medicine. John Livingston, who
opened a dispensary at Macao in 1829 is considered to be
the first fully-qualified Western doctor in China.
As trade with the British, the
United States and other Western
powers grew in importance, medical
and evangelistic missionaries,
principally from Scotland, England,
and the United States, followed in
its wake (Bowers, 1972, p. 16).
However, the introduction of Western medicine
encountered some major obstacles including the power and
prestige of Chinese traditional medicine. It was
difficult for Western medicine to gain acceptance in
Chinese society. The traditional ban against dissection
made it hard to teach anatomy and to perform autopsies
which are important elements in Western medicine.
Historically speaking, China had a long tradition of
restricting foreign influence which made it difficult
for Western medicine to expand. The ups and downs of
domestic politics and the economic situation did not
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provide a stable environment for the growth of Western
medicine. Even so, Western missionaries and physicians
never gave up their efforts to introduce Western
medicine to China.
The spread of Western medicine became possible
after the Opium Wars severely weakened the Chinese
government of that time and made China more accessible
to Westerners. As a result, many more missionaries and
Western physicians began to have real opportunities to
practice Western medicine in China. The spread of
Western medicine eventually resulted in its being taught
and medical colleges were gradually established.
The earliest Western medical colleges included the Sun
Zhong-shan Medical College, which was first started as a
training program in 1866, the Navy Medical College in
1881, the Hong Kong College of Medicine for Chinese in
1887, Hanckelt Medical College for Women in 1901, the
Union Medical College in 1906, the Medical College
sponsored by the University of Pennsylvania in 1907, the
Yale-in-China in 1908, and the Harvard Medical School of
China in 1912 (Bowers, 1972, pp. 22-24). Considering how
Western medicine was introduced to China, it seems that
the establishment of Western medical education was
influenced very little by the "self-strengthening"
movement
.
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The Chinese government at the time did not have
control over missionary medical colleges. They were
basically built and staffed on the models of the medical
universities and colleges in the missionaries' home
countries (Mei, 1986). Some of these colleges used
Chinese as a medium of instruction while others used
English. No one has indicated why English was used as a
medium of instruction in some medical missionary
colleges since Chinese-language versions of the Western
Medical textbooks were available (Bowers, 1972, pp. 21-
22)
.
However, the decision to use English as a medium of
instruction might have been made on the grounds that, in
these colleges, there was no teaching staff who could
lecture in Chinese. Even if faculty could speak Chinese,
they might have chosen not to use it. They might have
thought that lecturing in English would help students to
fully acquire the medical knowledge. In their future
career, students might have to use English extensively,
so the use of English as a medium of instruction might
have been assumed to be beneficial to students in the
long run.
There appear to be four possible reasons for the
use of English in instruction (1) students might have to
read academic materials in English, (2) students might
have to communicate with their counterparts from
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English-speaking countries for medical related purposes,
(3) students might have chances to study or work in
English-speaking countries, (4) students might have to
use English extensively in their future career since it
was widely used by medical professionals. Another
motivation might have been to better assimilate Chinese
students into Western culture and civilization. To
assimilate people from other cultures was a strong
notion held by the early Western missionaries clearly
stated by McCully (1960, p. 40), when he described a
British missionary's decision to teach English in India.
Review of the earlier development of English
language education in medical universities and colleges
indicates that the "self-strengthening" movement and the
establishment of the Tungwenguan Academy appeared to
have little connection with the English language
education in medical colleges. Rather, the teaching of
English seemed to have been the result of the spread of
Western medicine. Despite its being taught in these
missionary medical colleges, there does not appear to
have been an existence of a relevant curriculum. Few
people at that time addressed issues such as goals,
objectives and contents. English textbooks were not
especially designed for the purpose of medical
communication. The topics and content areas concentrated
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on classical literature, Western history, religion and
so on, and language skills were not clearly defined.
Reading appears to have been the only skill students
were expected to develop, and the Grammar-translation
method seems to have been extensively used.
English language education did not only exist in
missionary medical colleges. It was available in Chinese
non-missionary medical colleges as well. By the late
19th century, there were only three medical colleges
established by the Chinese, but the numbers grew
gradually (Bowers, 1972, p. 30). Most of these non-
missionary medical colleges were privately owned.
Regardless of the ownership, all these medical colleges
were engaged in Western medical education and they were
all built on the models from Western European and
Northern American countries, primarily the Great Britain
and the United States of America (Mei, 1986) . It appears
that the Chinese government at that time had little or
no control over medical colleges. They were free to
design courses and select materials on their own;
however, because of the influence from missionary
medical colleges, non-missionary schools were teaching
similar courses and using the same course materials.
One of the courses offered in non-missionary
medical colleges was English (Mei, 1986). There exist
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several assumptions as to why English was taught there.
It might be simply because it was a required course in
the missionary medical schools which heavily influenced
the Chinese medical colleges (Mei, 1986). Since these
non-missionary medical colleges were teaching Western
medicine, it was most likely that many medical textbooks
srid reading materials in English would be extensively
used. It was necessary, then, for their students to
study English.
Many Chinese faculty in private medical colleges
were either trained in English-speaking countries such
as Great Britain and the United States or in the
English-speaking missionary medical colleges in China,
so they were probably more fluent in English. Therefore
it was possible that they would have lectured in this
language. In order to comprehend these professors,
students would have to know some English.
Although English was taught in non-missionary
medical colleges, there was no English curriculum
designed for medical students. English teaching in these
colleges seemed to be basically following the way that
English was taught in missionary medical colleges.
Between 1902 and 1922, an educational reform took
place in China. Some Chinese intellectuals such as Lian
Chi-chao, who studied in Japan, advocated that China
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should adopt the Japanese educational model, especially
in higher education (This did not include the missionary
universities and colleges.) As a result, with the
support of the Chinese government, the non-missionary
universities and colleges began to divide subjects into
general and specialized studies. A new situation was
created where
General studies included Chinese
classics, philosophy, Chinese and
Western history, and introductory
courses in mathematics, physics,
political science, geography and
literature. Specialized studies
included foreign languages and
advanced courses in the subjects
already introduced under general
studies (Hsu, 1966, p. 277).
This reform seemed to have had little affect on the
medical colleges. This might have been because most
medical colleges were specialized and established
independently. Great Britain and the United States
continued to have a much stronger influence over the
Chinese educational system than Japan. In general,
English was continuously taught as the first foreign
language in Chinese formal school systems. It seems
safe, therefore, to assume that there was no significant
change in the policy which would affect English
education in medical colleges.
This reform did not seem to have much effect on the
medical school policy, nor did it encourage the
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development of an English language curriculum. Textbooks
and teaching methods which had been used earlier
remained the same.
The domination of English was weakened a little
after the Japanese invasion of China from 1937 to 1945 .
During this period, the Japanese were competing with
other colonial powers for the control of Chinese
political, social, economic and educational affairs. How
did such an invasion affect the teaching of English in
medical colleges?
The Chinese government had little control over its
domestics affairs and the Japanese forced Chinese
universities, colleges and schools (not including the
missionary universities, colleges and schools) to teach
Japanese in order to show their political power.
Although the Japanese planned to teach their language in
the entire Chinese school system, they were not
successful in doing so. The Japanese language was mainly
taught in the Northeastern regions where the Japanese
had stronger control. Many universities and colleges in
Southeastern areas moved to the interior areas to escape
the Japanese destruction. For instance, the Shanghai
Medical University moved to Sichuan province and was
able to continue teaching English (Mei, 1986).
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The teaching of Japanese encountered much
resistance and it quickly vanished from classrooms when
Japan was finally defeated in 1945. The status of
English as the first foreign language taught in Chinese
school systems was quickly restored, a situation which
continued until 1949. In spite of the fact that English
language education was booming again after the anti-
Japanese war, there was still an absence of an English
curriculum for medical students. In addition, there was
little improvement in the materials and methods used at
the medical colleges.
As a result, issues regarding curricula, materials
and methods for Chinese medical students were never
addressed. Without the awareness and the understanding
of such issues, an English curriculum for medical
students, therefore, was never developed.
English Language Education: 1949-1966
The Chinese Communist Party (CCP) took state
control in 1949 and established a new centralized
leadership over China's political, economical, social
and educational activities. The new Ministry of
Education had much more responsibility and power over
educational activities. It controlled the design and
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implementation of curricula and the compiling and
production of teaching materials at all levels involving
all subject matters. (This centralized leadership was
interrupted for several years from 1966 to 1976. It has
been restored since 1976 [China's Educational Year Book,
1984, p. 233]). Along with the establishment of
government leadership, the new government launched
massive campaigns which were geared towards changing the
existing political, social, economic and educational
structures. As part of the campaign, private ownership
of the means of production was to be transferred to the
public. Consequently private universities, colleges and
schools, which were considered as a means of production,
were to become state owned.
This transformation first happened in 1950 at 21
universities, colleges and schools. By the end of 1951,
21 universities and colleges, 514 middle schools, and
1,500 elementary schools financed by foreigners, mostly
by Americans and British, were nationalized (Decision on
Repossessing Educational institutes, Welfare agencies,
Religious Organizations Financed by the United States,
Dec. 1950). The Chinese private universities, colleges
and schools became public property around 1952.
During this transformation many other changes took
place. One was the elimination of English as a medium of
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instruction and the use of materials written in Chinese.
Due to the semi-colonization before 1949, many
universities, colleges and schools had been using
foreign languages, primarily English, as the medium of
instruction and many teaching materials were in English
as well. The Chinese Communist Party viewed this
phenomenon as colonial oppression and dependency. In
order to change this situation, the Administration
Council of the CCP government issued a statement in 1950
(Decision on Reforming the Academic Courses in Higher
Education, July 28, 1950). The statement pointed out
that, except in the case of foreign language majors, all
universities, colleges and schools should gradually
begin to use Chinese as a medium of instruction and
replace teaching materials in foreign languages with
those in Chinese. This demonstrated the political
disaffiliation of the new Chinese government from the
formal colonial powers and the devotion to upgrading
national dignity and independence.
Accordingly, all medical universities and colleges
began to use Chinese as a medium of instruction as well
as using medical textbooks in Chinese. Although the
language of the new medical textbooks was Chinese, the
concept and content were still based on the English
medical textbooks. In fact, many of these textbooks were
38
directly translated from English medical textbooks, in
other words, when the Chinese government eliminated the
use of English, it failed to eliminate the Western
concepts in medical education. It did not seem to be
possible to eliminate the Western concept in medical
education as long as Western medicine was taught.
Along with the policy change in the medium of
instruction, the CCP government also launched a
political campaign against the Western capitalist system
and its associated ideology. Within this context,
English was automatically viewed as representative of
the Western capitalist ideology. The Korean War (1950-
1953) which created serious hostility between the
Chinese and United States government, further generated
negative feelings about English among many Chinese
people
.
Influenced by these combined factors, the CCP began
to deemphasize English in Chinese schools. Some students
refused to become English majors as a way to show their
loyalty to the Chinese Communist Party and the socialist
system. Others, who were still interested in English,
were reluctant to show their enthusiasm for fear of
being criticized for worshipping Western capitalism.
Such a phenomenon existed in Chinese medical schools as
well, but to a less serious degree, because medical
39
colleges usually offered only English as a foreign
language. Students would have no choice as to whether
they should study it or not.
The reduction of English on the part of the
government and the lack of motivation on the part of
learners were also caused by external political factors.
Capitalist countries, headed by the United States and
Great Britain, launched a political and economic boycott
against the new Chinese government. There was little
interaction between China and the majority of the
capitalist countries. In medical circles, there was
little association between Chinese professionals and
English-speaking ones. Few Chinese medical students were
sent to English-speaking countries to study and there
was limited medical information available in English.
While the new Chinese government had a bad
relationship with the Western capitalist countries, it
had close ties with the Soviet Union, an association
which had been developed before the 1949 revolution.
Shortly after liberation, China began to adopt Soviet
economic models which stressed the development of heavy
industry in urban areas. Soviet specialists of all kinds
were sent to work in China. Soviet materials and
information concerning science and technology were
imported and Chinese students and scholars were sent to
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study in the Soviet Union as well. All of a sudden,
there was a shortage of qualified Russian language
teachers, interpreters and translators. In order to
change this situation, a number of specialized
institutes were built in the early 1950s. The teaching
of Russian was dramatically increased in senior high
schools and higher education. By the mid 1950s, English
was almost totally eliminated and Russian became the
primary foreign language.
The promotion of Russian did have some
consequences. It seemed that the Chinese government was
becoming dependent again, only this time on a socialist
country. The changes in economic and educational
activities were not determined by what China needed and
what was appropriate for China rather, they were brought
about by political changes. Such dependency would not
allow China to develop an educational system which was
adequate to the Chinese situation.
How did the promotion of Russian specifically
affect foreign language education for medical students?
Basically it did so in two ways (1) Compared with the
Chinese polytechnic universities and colleges there were
fewer Soviet experts in medical universities and
colleges. As a consequence, the Soviets had less direct
influence over Chinese medical education. However, as
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part of the formal school system, medical universities
and colleges had to follow the national trend of
teaching Russian, (2) The teaching of Russian did not
result in the development of curricula. There was little
improvement in methods but some changes in teaching
materials took place. While teaching materials were
still focusing on isolated mechanical grammatical rules,
non-medical vocabulary and translation, the topics and
contents tended to reflect the Communist and Socialist
ideology
.
In January 1956, Premier Zhou En-lai presented an
article, "On Issues of Intellectuals," at the Chinese
Communist Party's Conference on Intellectuals (Zhou En-
lai, Jan, 14, 1956). With the notion of improving the
economy, science and technology, Zhou pointed out that
foreign language education must be expanded. This
indicates that the government may have realized that
promoting only Russian was a mistake since most
scientifically and technologically advanced countries
did not use this langauge. Furthermore, the Chinese
government had begun to be more involved in
international affairs resulting in more trade, academic
research and scholarly exchanges between China and other
countries. Since most of these activities were being
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conducted in English, it seemed important that Chinese
students should have greater fluency in English.
Not long after Zhou's article, a proposal on
"Foreign Language Education in Higher Schools" ( The
Proposal
,
July 10, 1956) by the Ministry of Education
stressed that, aside from teaching Russian, high schools
curricula should expand to include English. In practice,
"expansion" really meant "replacement." Although this
statement did not address the issues of restoring
English in higher education, it began reappearing in
some general universities and colleges and medical
schools. The Chinese government was once again stressing
the advancement of science and technology. As English
had become important for international communication, it
seemed more important to teach it. Since there had been
a strong tradition of teaching English in higher
education, it was not difficult to restore.
The Soviet economic models were not practical in
China where a majority of the population were peasants
and the modes of production were largely agricultural
and medium to small-scale industry. In the late 1950s
the Chinese government began to pull itself away from
depending solely on Soviet economic models and tried to
develop alternative strategies which would fit the
Chinese situation. As a result, the emphasis on using
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Soviet educational models was reduced and so was the
role of the Russian language. These changes pleased many
professors in higher education because they were more
accustomed to the use of English than Russian.
During this period the Chinese Communist Party was
having some political and ideological differences with
the Soviet Union. In July I960, the Soviet government
suddenly withdrew its experts from China and stopped all
assistance (China's Educational Year Book, 1984, p.
942)
.
This withdrawal caused a sudden severe reduction
in the use of Russian while the use of English was
significantly increased. For the first time since the
1949 revolution, the English language was reintroduced
to elementary schools (China's Educational Year Book,
1984, p. 943). Specialized foreign language schools at
elementary and secondary levels, which often had English
as the biggest department, were being built. At the
tertiary level, colleges and specialties such as
physical education and performing arts, which had not
provided any foreign language education, were beginning
to offer English. In other universities and colleges,
which had a tradition of teaching English, the number of
teaching hours were increased (China's Educational Year
Book, 1984
,
p. 736) .
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Even at this time, the development of an English
curriculum for medical students continued to be ignored.
Grammar-translation remained as the only method used.
Some changes in teaching materials began to emerge.
Since English textbooks compiled by native speakers
before 1949 were considered inappropriate for the new
political and social system, they were not permitted.
Hence, Chinese—Engl ish specialists began to compile
teaching materials on their own. There were textbooks
for students in the liberal arts, in science and
technology, in medicine and for those majoring in
English. Using a more recent term, we will label these
textbooks as English for Special Purpose (ESP)
.
Still medical English textbooks were not adequate.
Most were written by an English professor from the
Shanghai Second Medical College who, had rich experience
teaching English, but was not trained in curriculum
development. He did not have adequate theoretical
guidance in language, language teaching, or learning,
nor did he have a relevant curriculum as a guideline. In
fact, he followed the format of the abandoned textbooks,
which only emphasized the mechanical aspects of grammar.
Another difficulty was the authenticity of the
language. Many expressions and words were out of date or
were stilted Chinese translations of English. This might
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have been caused by the fact that the author was not a
native speaker of English and had not had much contact
with counterparts in the English- speaking countries due
to the political situation.
Another problem was that of political propaganda.
Textbooks were expected to include political concepts
based on the CCP's ideology which include: (l) an appeal
to the people to love the Chinese Communist Party and
its leaders, (2) studying the revolutionary theories of
Marx, Lenin and Mao Ze-tong, (3) working hard for the
socialist motherland, and (4) frequent comparisons of
the situation before and after 1949 to show the progress
that the Chinese Communist Party had made for the
people. Although political education was important, it
was rather irrelevant to put these concepts artificially
into the context of medical English.
In general, the elimination of Russian and the
restoration of English was favored but, the dramatic
changes created some problems. When Russian was in
favor, many English teachers were asked to study and
teach Russian. Their task was made more difficult by the
fact that they were given neither enough time nor
adequate training. There were a few intensive training
programs, but they tended to be short in length and few
in number. Many former English teachers did not have any
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formal training; they simply studied Russian on their
own. Often they taught what they had just learned a week
ago. Thus their knowledge and skills were rather limited
and this resulted in low quality teaching which led in
turn to low achievement on the part of students. Many
students did not understand lectures or conversations in
Russian. They could not speak Russian fluently and they
could not write in it.
When English was restored, there was a surplus of
Russian teachers. As had happened earlier, these
teachers were asked to study English and to fill the
needed teaching positions.
The former English language teachers who had to
learn Russian in the early 1950s had not been able to
keep up with their English. When they were asked to
teach English again, they had to spend much effort to
improve their English language knowledge and skills.
As a result of these fluctuating language
requirements, many medical students did not acquire
enough knowledge or develop adequate skills in either
Russian and English. Many medical specialists who
graduated during this period should have been well
established in their careers and have become the
backbone of the profession in research and teaching but
were unable to do so because of their inability to
47
communicate effectively in English, the language widely-
used in the international medical community.
Although the ups and downs of English from the
early 1950s to the mid 1960s never influenced the
development of curriculum, it affected the national
standardized examination. This examination was regulated
in 1952 (China's Educational Year Book, 1984, p. 337),
then suspended from 1966 to 1977, after which it was
resumed. Foreign languages were part of the examination
from 1952 to 1954 and from 1958 to 1966 (China's
Educational Year Book, 1984, pp. 337-338). There were no
required foreign language examinations between 1955 to
1957 because foreign languages were eliminated from
junior high in order to reduce the academic burden on
students
.
The decision to include foreign language in the
examination was made by the government. Russian was
included in the examination from early to the mid 1950s.
When English reappeared in the later 1950s, it was
included in the examination requirements. Both the
Russian and English examinations had no clearly defined
goals and objectives. They were designed in written
form, so it was not possible to assess students'
listening or speaking skills. The examination was not
adequate to evaluate students' reading and writing
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skills, because it focused only on isolated mechanical
grammatical points, spelling and translation. The
emphasis was on how much a student knew about a language
rather than how much a student could use a language for
communicative purposes. Each year there was only a
single version of the foreign language examination for
all the applicants to institutions of higher education.
As a consequence there was not enough information, in
terms of English ability, about medical school
applicants
.
The standardized academic examinations used a 100
point grading system. In most cases, foreign language
scores for medical school applicants were not as
important as their scores in chemistry or physics.
However, they could be crucial. According to the normal
scale, students with the highest combined score on all
subject matters should be admitted first however, this
was not always true in the case of foreign language
scores. For example, during the medical school admission
process, if two students applied for the same slot and
both of them had the same score, but one student scored
much higher in English , while the other scored higher in
Chinese history, the student with the higher score in
English would most likely be accepted instead of the one
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with the higher score in history. It was perceived that
English was more important than Chinese history for
medical students.
Although the foreign language examination was
officially regulated to apply for tertiary education,
during the mid 1950s some applicants could get it
waived. The waiver only applied to workers, peasants,
revolutionary cadres, ethnic minorities and graduates
from intermediate level technical schools who had at
least two years of working experience (China's
Educational Year Book, 1984, pp. 337-338).
The reasons that these applicants could have the
foreign language examination waived were not clearly
stated by the government. However, in a general sense it
seemed to coordinate with the CCP's policy to promote
the political status of the laboring people.
Specifically the following might be the reasons:
1. The government adopted a policy to upgrade the
educational level of workers, peasants and revolutionary
cadres who had been deprived of higher education for
generations. The waiver of the foreign language
examination could provide them with a better chance to
be admitted into higher educational institutes.
2. In general, ethnic minorities were settled in
remote areas where little foreign language education was
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available. The waiver of the foreign language
examination could help more ethnic minority students
enter higher education.
3. Graduates from intermediate level technical
schools had been away from formal school system for a
while. As a result, they might not have been able to
retain their knowledge and skills in foreign languages.
Also, these applicants tended to work full time, so they
might not have enough time to prepare for the
examination. If they were not required to take the
foreign language examination, they might have more time
to prepare other subjects. As a result they might have a
better chance of being admitted into higher educational
institutes
.
These examples indicated the dedication of the CCP
government to promoting educational opportunities for
the working people and ethnic minorities. Yet, if these
applicants were admitted to higher education, they
tended to have a much lower background in foreign
languages compared with applicants from secondary
schools. The starting level of foreign language
education in higher education was not going to be
lowered. It would be taught at a level according to the
average examination scores of the applicants. Therefore
special applicants had a difficult time studying a
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foreign language. There was no exact figure as to how
many of these applicants entered medical universities
and colleges. It seems that very few of them were
actually accepted. It might have been that, compared
with the liberal arts and humanities, medical
universities and colleges tended to have stricter
regulations in foreign language scores for applicants.
The Chinese government obviously played an
important role in regulating foreign language policies.
However, it appeared that the government only
concentrated on regulating which foreign language should
be taught. It did not pay any attention to teaching and
learning issues addressed in the curriculum. The English
curriculum for medical students was never addressed
despite the fact that the government was trying to deal
with all educational issues. Unstable language policies
made it difficult to carry out research in English usage
by medical students. Teachers seemed to be busy
switching from teaching Russian to English and vice
versa. In addition the lack of contact with English
speaking countries due to the political situation might
have prohibited the introduction of related information
to China. Consequently, few English teachers in medical
universities and colleges would have been familiar with
curriculum issues in their field.
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English Language Education: 1966-1976
The Great Proletariat Cultural Revolution - GPCR
(1966 - 1976) was a political campaign involving all
sections of Chinese society. In the late 1950s, Chinese
Communist Party Chairman Mao Ze-tong pointed out that
. . . although the large-scale and
turbulent class struggles of the
masses characteristic of the
previous revolutionary periods have
in the main come to an end, there
are still remnants of the overthrown
landlord and comprador classes,
there is still a bourgeoisie, and
the remolding of the petty
bourgeoisie has only just started.
The class struggle is by no means
over. The class struggle between the
proletariat and the bourgeoisie, the
class struggle between the different
political forces, and the class
struggle in the ideologic field
between the proletariat and the
bourgeoisie will continue to be long
and tortuous and at times will even
become very acute. ... (Quotations,
1967
,
pp. 17-18)
.
Mao and his party launched several political
campaigns before 1966, each of which affected
educational policy. The GPCR was a reinforcement of the
previous political campaigns however, it affected the
whole country to an extent that none of the previous
political movements did.
The GPCR was designed as a continuing action of the
class struggle between two antagonistic classes, the
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working class (Proletariat) and the ruling class. The
campaign first started in a few key universities and
colleges such as Qinhau University and Beijing
University. It spread to all universities and colleges
within a short time. As a result, the entire country
became involved.
The formal educational system totally collapsed for
several years. Universities, colleges, and middle and
elementary schools ceased their operations. In 1967, the
central government had to issue a special order to get
students back to school ( Peopled Daily
. Nov. 25, 1967),
and some middle and elementary schools began to resume
classes in March of that year.
Universities, colleges and some middle and
elementary schools began to resume classes when the
central government issued another statement in November
of 1967 however, there was no admission into higher
education from 1966 to 1970 (China's Educational Year
Book, 1984, p. 949). When classes in medical
universities and colleges were resumed in the late
1960s, academic studies were very limited. Teaching of
English was almost non-existent. Faculty and students
spent most of their time in political studies, meetings
and working in the countryside and factories. Most
experienced faculty were driven out of classrooms and
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restricted in teaching because of their alleged
bourgeois mentality. As a result, the quality of
teaching was rather low and so was the motivation for
studying English among students. Political propaganda
had convinced some students that English was a dangerous
tool for imposing capitalist ideology on them therefore,
many students felt that there were no practical reasons
to study the language since they would work mostly with
peasants and workers.
Enrollment in higher education was resumed in 1970 .
However, the number of students was rather limited and
there was no national standardized academic examination.
The selection of students was based on the
recommendation of the applicants' work units, personal
application, physical examinations and political
performance. The applicants had to be high school
graduates with at least two years of experience working
in the countryside, factories or the army. In actual
fact, few of these applicants were qualified high school
graduates. Without any standard examination, it was
difficult to assess the students' academic background
and potential. Some students had a much stronger
academic background than others, but they were
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arbitrarily placed in the same class. As a result,
students with stronger academic backgrounds felt that
the courses were too elementary.
There was a slight difference in admissions to
medical schools who tended to enroll applicants having a
minimum knowledge and training in medicine and who had
been working as "barefoot doctors" for workers, peasants
and soldiers. These applicants often did not have enough
background in chemistry or physics at the tertiary
level
.
Furthermore, study was more difficult because the
five-year medical program was reduced to two and half
year- and the six-year program to three. Some medical
courses were eliminated while others were cut down. In
addition, students were still expected to spend a
certain amount of time in political meetings and work in
factories, the countryside and the army during the
shortened academic year.
During this period, many experienced senior faculty
in the medical schools were still restricted from
teaching and the junior faculty had not been able to
upgrade their expertise in teaching due to the political
campaign. This, combined with a low academic background
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and quality of teaching, meant that the academic
achievements of the graduates in general was relatively
low.
While some medical courses were eliminated,
English courses were still listed. For instance, in
1979, the Shanghai Medical University required students
to take 294 hours of English from a total of 2,596 class
hours. Compared to medical courses such as "Diagnosis of
Diseases," which required only 98 class hours, English
had quite a large percentage (Mei, 1986) . No one
explained why English was taught during this period
since it was once again associated with Western
capitalism by the GPCR activists. It might have been
that English had been taught prior to the GPCR, so it
was not difficult to restore it. There was no
explanation from the university authorities as to why
the English language required so many academic hours.
The number of English classes might have been determined
by the fact that many students had a zero level starting
point in English and therefore they needed more class
hours to study it.
' In spite of the many class hours devoted to
English, students were not interested in these courses
since they knew they would return to work in factories,
the countryside and the army. It was unlikely that they
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would communicate with English speakers in any form
since few such speakers were in China and few of the
medical students would leave China. There was little
medical information or literature exchanged between
China and the English speaking countries.
The disruption of the GPCR also affected the
professional background of the teachers. Many teachers
whose English was not guite sufficient due to the
political changes during the 1950s, did not maintain
their English proficiency. As a result their poor
English became even worse and there were no training
programs to upgrade their abilities.
During this period there was no central leadership
in higher education. Each university and college
supposedly could design its own courses, but there was
still no attempt to develop an English curriculum for
medical students. Teaching was restricted to materials
developed during the GPCR. English textbooks used before
1966 were considered to be dominated by the capitalist
ideology; the topics and contents did not include enough
positive images of workers, peasants and revolutionary
soldiers, therefore they had been eliminated from
classrooms. New materials written by the GPCR activists
with stronger political values incorporated many of the
political concepts of the GPCR. As a result, phrases
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such as "proletariat dictatorship," "serve the people,"
"continue revolution" were commonly found in medical
texts. Besides having all the problems contained in the
eliminated textbooks, these new materials exclude some
topics found in the original English versions. As a
result, the medical vocabulary was reduced a great deal.
The level of English was equivalent to that of the
elementary level before 1966, and in the area of
methodology, innovation was still unknown. Grammar-
translation was still the primary style.
In 1971, China was given its legitimate position in
the United Nations (China's Educational Year Book, 1984,
p. 949)
.
As a result, there were growing contacts
between China and many foreign countries. Such contacts
dictated that China acquire more qualified specialists
to work as teachers, interpreters, translators and
diplomats
.
Under these circumstances, the central government
held a meeting to discuss foreign language education
from May 10 to June 20, 1972 (China's Educational Year
Book, 1984, p. 949). The meeting focused on expanding
foreign language education in specialized foreign
language colleges. However, it did not address foreign
language education in special schools such as medicine
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or engineering, and as a consequence, the deliberations
had little effect on English in medical schools.
In summary, the policy to restore English in
medical schools during this period was non-existent. The
development of an English curriculum did not occur and
there was little innovation in materials and methods.
Besides the lack of contact with the outside world and
the lack of research in China, the general educational
situation was not stable.
English Language Education: 1976-Present
The GPCR officially ended in 1976. By the late
1970s, the political, social, economic and education
systems which had existed before 1966 were restored. In
education, the national standardized examination was
reestablished in 1977, but foreign languages were not
included in the examination until 1978. This decision,
seems to have been made on the grounds that language
teaching in many high schools was rather limited and
students 7 achievement was quite low.
When languages were included in the examination in
1978, scores were not included in the total scores of
the examiners, apparently because foreign language
education was still in the process of restoration in
secondary schools. After one year of a transitional
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period, language scores were given only 10 % of the
weight assigned to other areas such as math and
chemistry when figuring the total score on the test.
This weighing was increased to 30% in 1980, 50% in 1981
and 7 0-s in 1982. Since 1983, the foreign language score
has been given a weight of 100% which makes it egually
important to other major areas (China's Educational Year
Book, 1984
,
p. 339)
.
After more than twenty years of relative isolation
from the outside world, China found itself with a low
living standard and lagging by several decades in the
development of science and technology. In order to
upgrade living standards, China needed to improve its
economic situation. Hence, the government promoted a
modernization campaign which began in 1974 (China's
Educational Year Book, 1984, p. 951). To achieve this
modernization, China needed more contact with the
outside world, especially with Western European and
Northern American countries. These notions were
,
in
part, the basis upon which the "open-door" policy was
made by the Chinese government in 1976.
Diplomatic normalization between China and the
United States in 1979 dramatically increased the
academic and educational exchanges between China and the
United States. Chinese students studying in the States
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were fewer than two dozen in 1979, but rose sharply to
2,000 by the end of 1979 and reached nearly 6,000 in
early 1981 (Fingar, 1981, p. 2). The total number of
Chinese students studying anywhere abroad increased
dramatically as well. From 1978 to 1986, there were more
than 30,000 students abroad ( People's Daily
. May, 14
,
1986)
.
Most of these students were studying in Northern
American and Western European countries.
Since English has become the international language
in academics and most Chinese students were studying in
English-speaking countries, the Chinese government made
a strong commitment to the teaching of English in formal
school systems. Within a very short time all
universities and colleges began to reguire their
students to study English. In some universities and
colleges the number of courses was increased
dramatically. For instance, since 1982 the number of
classes in the Shanghai Medical University has increased
to 669 out of a total of 4,784 academic hours. During
the early 1960s students studied English 324 out of
5,004 hours. The success of this promotion has
contributed to learners' enthusiasm and teachers' hard
work. Due to the "open-door" policy, many students feel
that they will need English skills to advance their
education or career. For instance the Shanghai Medical
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University has developed exchange programs with some
medical schools in the United States, and as a result,
students will have opportunities to use English.
In 1977, the Ministry of Education began to import
textbooks for all levels from the United States, Great
Britain, West Germany, France and Japan (China's
Educational Year Book, 1984, p. 952). Among the imported
English textbooks were New Concept English
. English for
Today
,
and Essential English
. Although English textbooks
written by Chinese language specialists were still being
used at that time, they seemed rather dull, boring and
unauthentic compared with imported English textbooks
which gained popularity among Chinese language teachers
as well as learners within a short time. While these
imported textbooks were much more interesting in topics
and content and more natural and authentic in language,
there existed serious problems. These books were
developed on the basis of an audio-lingual theory which
did not deal with communicative functions and notions.
These books were not written with the Chinese students'
needs in mind. Some of the textbooks tend to focus on
listening and speaking. Though they are helpful for
those who need to improve their listening and speaking
ability, these skills are far less important than the
need for reading and writing. Even for listening and
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speaking, these textbooks tend to focus on day-to-day
activities such as how to ask for a bus stop, how to
order a certain food and so on. These topics would be
useful for the students traveling to an English-speaking
country, but are unimportant for most medical students
who may never have such a chance.
Finally, these speaking and listening activities
will not be sufficiently helpful to those who may need
to develop skills for academic lectures, meetings and
discussions. For the purpose of medical English,
need a special medical vocabulary and
terminology; these textbooks do not provide sufficient
instruction in these areas.
The recent promotion of English has brought about
another change. Since 1980, the central government has
encouraged using languages as the medium of instruction.
An example of this policy is the establishment of a
special English class in 1980 in the Shanghai Medical
University
.
This class admits approximately 50 students each
year, the selection of whom is largely based on the
tertiary entrance examination score with a special
consideration of the students' proficiency in English.
In this class, professors are asked to lecture in
English. As for English classes, students are provided
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with better teachers, advanced materials and modern
facilities. Thus, we can assume that this class is
likely to produce students with better language skills
compared with regular classes. However, the following
issues need to addressed.
1. The use of a foreign language as a medium of
instruction was abolished after the 1949 revolution as a
symbol of national independence. Some people have
questioned the political implication of this new
program.
2. These students are taught medicine in English
by Chinese medical faculty, many of whom either studied
Russian in the 1950s or failed to keep up their English
during the GPCR. Thus they have difficulties in
presenting lectures in English. Compared with the
lectures conducted in Chinese, these lectures tend to be
boring. Due to the problems in teaching, many students
in this class feel that they do not acquire the same
amount or level of medical knowledge compared with the
students in regular classes.
3. Many students feel burdened since they have to
spend more time reading medical materials in English.
Faculty have the same problem. They have to spend more
time in order to prepare their lessons.
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4. Some students use this class as a stepping-
stone to study abroad. After intensive training, these
students are likely to pass an English examination
required by English-speaking institutions if they are
admitted to study there. This has become a serious
problem. In the Shanghai Medical University, more than
90-s of the students in the 1986 graduation class went
abroad. If they return, the university will certainly
benefit a great deal. But it is possible that only a few
of them will in which case the university will not
regain what it has invested.
5. There is tension between these students and
those in regular classes. Students in the special
English class tend to think that they are smarter and
more valuable. Regular students have been made to feel
somewhat inferior.
6. There is no English curriculum designed for
this class and English language teachers have not
received special training. Consequently, materials and
methods have been used without clear goals or objectives
and teachers do not know how to help students develop
communicative competence in medical areas.
Since the beginning of 1980s, the development of
English curricula has been addressed in other types of
institutions. As a result, two sets of English curricula
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have been developed - one for students in liberal arts,
and the other for those in science and technology. The
English curriculum for science and technology, ECST,
which contains many problems, has been exclusively used
by medical students. Regardless of the problems with
these curricula, there seems to have been considerable
effort in their development however, there is still a
need to develop curricula
specifically for medical students.
Conclusion
Having considered the history and the evolutionary
spread of the English language in Chinese medical
universities and colleges, we can see that the following
factors have played major role:
Colonization
China, unlike many African and Asian countries was
never completely colonized. Great Britain and the United
States were the major colonial powers in China and many
hospitals and medical colleges were set up and operated
by English speakers. English was used extensively in
these hospitals and eventually spread to the rest of the
medical universities and colleges.
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Religious Component
As is the case in other colonized countries,
Western medicine was introduced to China mainly through
English-speaking missionaries who not only engaged in
medical activities, but in religious matters as well.
English seemed to be the main medium of instruction in
medical and religious activities.
Economic Benefits
At the individual level, speaking English meant
having better jobs. At the state level, more medical
doctors and scientists speaking English implied a better
acquisition of medical science and technology, it was
assumed that this would automatically result in a better
economy for the country. This was true before and after
1949 .
Education
Studying English in order to receive a quality
education was a more important issue before 1949 than
after because a number of "good" medical universities
and colleges were using English as a medium of
instruction. Since then, the role of English has changed
several times. However, it has often been used to
determine whether a student should be admitted to
medical university schools.
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Modern Communication
Many medical scientists and students study English
for the purpose of communicating with their counterparts
from English speaking countries as well as those from
other areas where English is used as a second language.
This phenomenon has been particularly true since the
adoption of the "open door" policy in the later 1970s.
International exchanges in the medical profession
between China and other countries have greatly
increased
.
Political Affiliation
The ups and downs of English language education in
the medical universities and colleges of China since
1949 have resulted from the changing political ideology
of the government. The attitude and motivation of
learners have indicated their political affiliation.
In spite of a long tradition of teaching English in
medical institutions, curricula development has been
totally ignored. The lack of a relevant curriculum has
affected the selection of materials and methods and, as
a consequence, the linguistic ability of students. The
next chapter will deal with curriculum theories and
principles
.
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CHAPTER III
THEORIES AND APPROACHES OF CURRICULUM DEVELOPMENT
IN ENGLISH FOR SPECIFIC PURPOSES (ESP) AND THE
IMPLICATIONS FOR MEDICAL ENGLISH
Introduction
Chapter II indicates that research into the
development of an English curriculum for Chinese medical
students has never occurred. This chapter will define
curriculum and discuss theories relating to curriculum
development and principles of curricular design. The
emphasis will be on English for Specific Purposes (ESP)
for which models will be reviewed and analyzed. Finally,
implications of various theories on the development of
English curriculum for medical students will be given.
Definition of Curriculum
The definition of curriculum can be divided into
two parts, general and specific. Generally speaking,
curriculum is perceived as a set of organized intentions
for educational and training purposes . Specifically, a
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curriculum means a plan with well-designed educational
purposes which usually exists in written form and guides
activities rather than to outlining specifics, it
contains information such as what students are to
develop through learning and how the learning should be
evaluated as well as how to utilize teaching materials
and equipment. The emphasis is on learning in formal
settings; it excludes random or non-learning activities.
To reach the designed intentions, the curriculum works
coherently among such elements as objectives, content
and evaluation (Pratt, 1980, p. 4 )
.
"Syllabus" is a word and concept often integrally
linked to curriculum. To some, curriculum and syllabus
are synonymous and are used interchangeably. Dubin and
Olshtain define them as separate concepts in English
education. A curriculum is
... a broad description of general
goals by indicating an overall
educational-cultural philosophy
which applies across subjects
together with a theoretical
orientation to language and language
learning with respect to the subject
matter at hand (Dubin & Olshtain,
1987, pp. 34-35)
.
Alternatively, a syllabus is
... a more detailed and operational
statement of teaching and learning
elements which translates the
philosophy of the curriculum into a
series of planned steps leading
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towards more narrowly defined
objectives at each level (Dubin &
Olshtain, 1987, pp. 34-35).
These two statements highlight the difference
between curriculum and syllabus, but also indicate that
there is a close, inseparable relationship between the
two which can perhaps be more explicit if the two
concepts are ascribed to a single broad framework.
Within this framework there are two levels, the first of
which, curriculum, deals with broad issues such as
policy, philosophy, and goals. The second level,
syllabus, focuses on detailed objectives, contents,
activities, procedures, material and methods. The two
levels which are complementary interact with each other.
English for Specific Purposes (ESP): Origin.
Definition, Development and Features
Origin and Definition
The concept of ESP has existed much longer than
most realize (Robinson, 1980) . The widespread use of
this term and the development of associated ESP programs
are a relatively recent phenomenon. Experts in this
field have different theories as to how the concept of
ESP has developed into a distinctive branch of English
language teaching.
Strevens (1980) has indicated that the development
of ESP is created by the separation of the language as a
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valuable instrument from the set of cultural values
associated with native speakers, especially Americans
and British. The socialinguistic pressures associated
with newly independent countries resulted in the
development of multilingualism and a new look at the
English language. The result was the completion of
localized forms of English and their competition with
American and British English in the aspect of locally
felt communicative needs. Many newly independent
countries had been culturally dominated by English
speaking countries. In order to break away from the
anglophone countries, some countries became more
selective in acceptance of English langauge teaching.
Strevens' explanations focus on political and
social changes and their influence in the development of
ESP. Such political and social changes seem to have
occurred mostly in Africa and in some Asian countries
during the 1950s and 1960s. While Strevens' explanations
are valid, others have offered different theoretical
positions. Hutchinson and Waters (1987) stated that
The end of the Second World War in
1945 heralded an age of enormous and
unprecedented expansion in
scientific, technical and economic
activity on an international scale.
This expansion created a world
unified and dominated by two forces
technology and commerce - which in
their relentless progress soon
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generated a demand for an
international language. For various
reasons, most notably the economic
power of the United States in the
post-war world, this role fell to
English (1987, p. 6)
.
Thus the post war development of English as an
international language, determined by the development of
science and technology, created situations in which many
people wanted to study English, not just for pleasure or
prestige, but rather to meet the need to participate
effectively in an interdependent world.
New research in language, language teaching, and
language learning in the 1950s contributed to the
development of ESP and supplemental programs based on
students needs.
Traditionally the aim of linguistics
had been to describe the rules of
English usage, that is, the grammar.
However the new studies shifted
attention away from defining the
formal features of language usage to
discovering the ways in which
language is actually used in real
communication (Widdowson, 1978) . One
finding of this research was that
the language we speak and write
varies considerably, and in a number
of different ways, from one context
to another. In English language
teaching this gave rise to the view
that there are important differences
between, say, the English of
commerce and that of engineering.
These ideas married up naturally
with the development of English
courses for specific groups of
learners. This idea was simple: if
language varies from one situation
of use to another, it should be
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possible to determine the features
of specific situations and then makethese features the basis of the
learners
' course (Hutchinson &
Waters, 1987,
P- 7) .
The developments in educational psychology during
this period also helped in the formation of ESP. The new
theory in educational psychology said
Learners were seen to have different
needs and interests, which would
have an important influence on their
motivation to learn and therefore on
the effectiveness of their learning
(Hutchinson & Waters, 1987, p. 8).
Influenced by this theory, many English language
teachers began to pay attention to the diversity of
learning needs on the part of students. English courses
began to be developed along this principle of
specifically felt needs rather than under a general
umbrella of learning.
In summary, the development of ESP mainly resulted
from (1) the changes in international politics during
1950s and 1960s, especially in those third world
countries where English was used as a colonial language,
(2) the rapid development of modern science and
technology after World War II, and (3) innovations in
language theory, teaching and learning as well as
developments in educational psychology.
Since the development of programs manifested by the
concept of ESP, there have been many debates on how to
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define it. ESP is ambiguous. The "S" has meant English
for "Special Purposes" and is now changed to English for
"Specific Purpose." The change occurred because
English for Special Purposes is
thought to suggest special
languages, ie restricted languages,
which for many people is only a
small part of ESP, whereas English
for Specific Purposes focuses
attention on the purpose of the
learners and refers to the whole
range of language resources
(Robinson, 1980, p. 5).
At present most people seem to agree on using "sp"
in the sense of "specific purpose." The definition of
"specific purpose" implies that it contrasts with
general purposes." The difference between "specific"
and "general" purposes, as Widdowson claimed, is that
. . .an ESP course is in one sense
really no more specific in its
purposes than is one designed for
general purpose English teaching
(GPE for short) ....
What distinguishes them is the
way in which purpose is defined, and
the manner of its implementation
(1983, p. 5)
.
Then, how does ESP define its purposes? According
to Robinson (1980), ESP was originally identified along
the principle of "clear utilitarian purpose." However,
this principle seemed to be too general to cover various
kinds of learning. Thus, Mackay and Mountford (1978)
suggested that the purpose of ESP be grouped into the
following:
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1* Occupational requirements
2
. Vocational training
3. Academic or professional study
Strevens considered that "all SP-LT (special
purpose language teaching) courses are either
occupational or educational in nature" (Robinson, 1980
,
P-6). He thus modified Mackay and Mountford's three-
segment model into two
1. Occupational: English for Occupational Purpose
- EOP
2. Educational or academic: English for
Educational Purpose
-EEP or English for Academic Purpose
- EAP
The timing of courses necessitated further division
of each segment
1. Within EOP there are
a. pre-experience
b. simultaneous
c. post-experience
2 . Within EAP there are
a. pre-study
b. in-study
c. post-study (Robinson, 1980, p. 6) .
Although this definition of ESP appears to be
widely accepted, it seems that EOP and EAP are isolated
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from each other, being considered as two separate
entities. Coffey (1985) pointed out that EAP students
need English to pursue academic study while EOP students
need it for employment.
While EOP can be separated from EAP in some cases,
they also overlap to a great extent as for example with
English for Science and Technology (EST) . While
discussing EST, the main branch of ESP, Robinson points
out
,
. . . EST would seem to be both an
occupational and an educational use
of English: occupational when we are
considering the needs of oil-field
workers, engineers, computer
programmers, etc; educational when
we consider school and university
students around the world studying
Physics, Chemistry, Math and
Engineering through the medium of
English (1980, p. 8)
.
This is because as a "specific purpose," EST refers
to subject matter not to activities. The significance of
"subject matter" leads to a definition of "sp" which
implies that the "purpose" for which the learners are
studying may be for specific needs, not just learning
"language.
"
The overlapping of EAP and EOP is pointed out by
Trimble as well.
A linear spectrum such as this
suggests a clear-cut distinction
between English for Academic
Purposes (EAP) on the one side and
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English for Occupational Purposes
(EOP) on the other. However, a gooddeal of overlap exists between the
two: an electronics engineer and a
skilled electronics technician, for
example, have a good deal of the
same technical language in common
and both may rely on the same
service manuals for much of their
work in the laboratory. At the same
time there will be many discourse
units they do not share - the
engineer will make use of
theoretically oriented texts often
heavily laced with quite abstruse
mathematics, while the technician
will have no reason to consult these
types of texts. Further, the
engineer will read journals that are
of interest to him but would not be
to most technicians. Similarly, the
technician will often deal with
manuals of little interest or use to
the engineer (1985, p. 5).
Both Robinson and Trimble have made important
contributions in elaborating the difficulties of
defining the EOP and EAP . The overlap of EAP and EOP is
not unique, it can be found in other branches of English
language teaching as well.
Development
According to Hutchinson and Waters,
From its early beginning in the
1960s ESP has undergone three main
phases of development. It is now in
a fourth phase with a fifth phase
starting to emerge (1987, p. 9).
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These five phases are
1. Register analysis
2. Rhetorical or discourse analysis
3
. Target situation analysis
4. Skills and strategies
5. A learning-centered approach
A close examination of each phase helps to clarify
their thinking.
Register Analysis Phase
. This phase, represented by
the work of Strevens, Ewer, and Swales (Hutchinson &
Waters, 1987, p. 9) started in the 1960s and lasted to
early 1970. It was based on the notion that scientific
English such as the English of Chemistry constituted
specific registers which were different from the English
of History for instance. The aim of this phase was to
develop the abilities to identify the grammatical and
lexical features of the distinctive registers in
scientific English. However, research has found that
there was little difference in sentence grammar between
scientific English and English for subject matters in a
general sense, except that scientific English tended to
use present simple tense, passive voice and nominal
compound.
Rhetorical or Discourse Analysis . Compared with the
register analysis which focused on language at sentence
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level, this second phase paid attention to the levels
beyond the sentences. People such as Widdowson,
Selinker, Trimble, and Lackstrom who were considered
major figures in this area (Hutchinson & Waters, 1987,
p. 10) have done much research at this phase.
Assuming that the rhetorical patterns of the
organization of scientific English have distinctive
features, much research has focused on how sentences are
combined in discourse and how meanings are produced as a
result. However, the extent of such distinctive features
in scientific English has never been carefully examined
and ironically the results of identifying discourse of
subject-specific texts were also used as a tool to
observe discourse designed for general purposes.
Target Situation Analysis
. Rather than focusing on
single sentences and a group of sentences, this third
phase emphasized the target situation in which the
learners will use the language. According to Hutchinson
and Waters, this phase is aimed at
...take the existing knowledge and
set it on a more scientific basis,
by establishing procedures for
relating language analysis more
closely to learners' reasons for
learning. Given that the purpose of
an ESP course is to enable learners
to function adequately in a target
situation, that is, the situation in
which the learners will use the
language they are learning, then the
ESP course design process should
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proceed by first identifying the
situation and then carrying
out a rigorous analyzing of the
linguistic features of that
situation (1987, p. 12 )
.
The important work related to this phase was done
by Munby (1978). His Communicative Syllabus Design has
provided the most detailed profile of learners' needs in
relation to target situations, such as communication
purposes, settings, means of communication, language
skills, functions and structures, etc. Compared with the
researchers in the previous two phases, who appeared
only to be focusing on English for science and
technology
,
Munby has broadened the scope of ESP
providing guidelines for other branches. Although
Munby 's work was rather comprehensive, it tended to be
too general at the same time. He included too many
factors and elements. As a result, it lost the features
of being "specific." A close examination of Munby's work
also revealed that it is still restricted within the
framework of the surface structure of the language - the
surface linguistics features of the target situation.
Skills and Strategies . While the first three phases
all dealt with the surface structures of the language,
this phase paid attention to the deep structure of the
language, specifically the thinking processes which
underlay the language used. Researchers began to be
interested in cognitive learning theories.
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. . . underlying all language usethere are common reasoning andinterpreting process, which,
regardless of the surface forms,
enable us to extract meaning fromdiscourse. There is, therefore, no
need to focus closely on the surfaceforms of the language. The focus
should rather be on the underlying
interpretive strategies, which
enable the learner to cope with the
surface forms... (Hutchinson &
Waters, 1987, p. 13 )
.
Thus this phase seems to devalue the register
analysis, discourse and target situation, because the
underlying thinking process is not recognized in any of
these approaches.
—
—
Learning-Centered Approach
. The previous four
phases are all criticized as focusing on the description
of language use - what people do with the language.
While acknowledging the fact that to identify what
people do with the language will help to define course
objectives, Hutchinson and Waters claimed that they are
concerned with language learning.
We cannot simply assume that
describing and exemplifying what
people do with language will enable
someone to learn it. If that were
so, we would need to do no more than
read a grammar book and a dictionary
in order to learn a language. A
truly valid approach to ESP must be
based on an understanding of the
processes of language learning
(Hutchinson & Waters, 1987, p. 14).
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Understanding of the process of language learning
is rather essential, but it does not mean that a
learning-centered approach should be considered the
best-developed phase, as Hutchinson and Waters have
tried to indicate. I think this is because the previous
four phases all form different viewpoints that
contribute to designing an ESP course. In a sense, this
fifth phase is the further development towards the
completion of ESP.
Features
Having discussed the origin, definition, and
development of ESP, we must include its unigue features.
Understanding these features will help the curriculum
development of an ESP course or program as well.
According to Strevens (1980), the features of ESP are:
1. It is geared towards meeting learners'
particular needs.
2. Themes and topics are usually designed within
the framework of certain occupations or areas of study.
3. Language content and skills tend to be selective
and clearly defined.
Principles of Curriculum Design
A successful ESP course or program needs a
curriculum based on sound principles. According to
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Mackay and Bosquet (1981) curriculum development
contains two major stages (l) Pre-program development
and (2) Program development.
Pre-Program Development Stage
The pre-program development stage refers to
decision-making or policy formulation of curriculum.
This process is usually conducted and accomplished by an
administrative authority which can exist at any level.
The role of the authority at this stage is described as
The outcome of the pre-curriculum
development stage of decision-making
in the total language-teaching
operation is a formal commitment of
material (including financial and
human resources) and moral support
for the implementation of the policy
deemed necessary to ensure that the
requirements of the situation are
met (Mackay & Bosquet, 1981, p. 5)
.
What Mackay and Bosquet have stated is important,
but in the aspect of "formal commitment of material" it
is only likely to occur in cases where there are
adequate finance and manpower resources. Otherwise, such
commitment may not be sustainable. In the aspect of
"moral support," the commitment will be restricted by
other changes such as political, social and economic
activities. Such restriction is evidenced in the
promotion and demotion of English and Russian courses,
respectively.
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commitment" and
Even if authority can make "formal
provide "moral support," it is important to know why
such commitment should be made. When the rationale is
formed, it has to define in general terms what students
are expected to learn and perform.
Program Development Stage
This stage goes beyond policy-making, it is
designed to implement the policy made at a pre-
development stage. It seems that all available ESP
curriculum models have included the following elements:
1. Needs assessment
2. Defining goals and objectives
3. Syllabus design
4. Materials production
5
. Methods
6. Teacher training
7. Evaluation
Mackay and Bosquet (1981) grouped these seven
elements into the following four phases:
1. "Basic information gathering" phase mainly
refers to needs assessment.
2. "Goal specification" phase includes definition
of goals and objectives.
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3. "Production phase" covers syllabus design,
material production, teaching methods and teacher
training
.
4. "Trial phase" implies evaluation.
Needs Assessment
ESP is supposedly "based on a close analysis of the
learner's needs" (Strevens, 1980, p. 112). It is aimed
at the question: Why do learners need to learn English?
However, my research revealed that needs assessment in
ESP has not received enough attention until recently.
Without such an assessment many ESP programs have failed
because
. . . either no consideration was
given to the actual use the learner
intended to make of the language or
because the list of uses drawn up by
the course designer was based on
imaginative rather than an objective
assessment of the learner's
situation, and proved to be
inaccurate and in many cases
entirely inappropriate to his real
needs (Mackay & Palmer, 1978, p. 3).
The lack of adequate needs assessment has presented
problems in ESP classrooms
... we have no adequate description
of the use of language in defined
circumstances by mother-tongue
speakers, let alone by second-
language users, and certainly
insufficiently reliable information
to provide practical inventories of
check lists or items to be taught
(Perren, 1974, p. 9).
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practitioners in
In recent years, theoreticians and
ESP such as Mackay and Bosquet have acknowledged the
significance of needs assessment. With the promotion of
needs assessment in ESP, various approaches have been
developed accordingly.
Allen (Robinson, 1980, p. 23) has suggested that
the English class should be closely related to learners
occupations or academic studies. Thus, the students'
needs will be met. However, many students feel bored by
such an approach simply because they are already
familiar with the content area.
Macdonald and Sager (Robinson, 1980, p. 26) have
claimed that students prefer to be exposed to something
new, because often they have not chosen their special
subjects. While this may be true, the question is how to
design a course which is called "ESP" if they do not
have specific needs. In addition, this approach seems to
emphasize EAP and exclude EOP. In most EOP situations,
learners may have specific needs relating to their
occupations
.
Different from most approaches which conduct the
needs assessment at the beginning of a program or a
course, Richterich and Chancerel (Robinson, 1980, p. 29)
indicated that needs analysis is an ongoing process
which should not be restricted to the beginning of a
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program because learners' needs change for various
reasons. Although these changes do occur in reality, how
can program designers keep up with them? If we are
dealing with a group of twenty people who had the same
needs when the course first started, but have changed
the needs into several different directions in the
middle of the course, how can a teacher deal with these
changes effectively? The problems may be solved only if
there are enough financial and human resources which
means more teachers and smaller classes.
Munby's work (1978) on needs assessment was
considered to provide "us with undoubtedly the clearest
set of procedures available so far" (Mackay & Bosquet,
1981, p. l). it represented "a socialinguistic model for
defining the content of purposes - specific language
programs" (Robinson, 1980, p. 29)
.
Munby's Communication
Needs Processor (CNP) (1978) provided us with nine
parameters which help indicate the communicative
competence of learners in an identified target
situation. These nine parameters are 1. Participant, 2.
Purposive domain, 3. Setting, 4. Interaction, 5.
Instrumentality, 6. Dialect, 7. Target level, 8.
Communicative Event, and 9. Communicative key.
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Participant
. Munby referred to a participant as
someone taking part in language learning activities.
Gathering information regarding age, sex, place of
residence, mother-tongue and proficiency in the target
language are viewed to be crucial. The reason for
including "age" and "gender" was given as
To be told that a participant is
twenty-five years old, female,
English, and from London, is not
especially revealing, but if we find
that this person, or category of
person, will be communicating with
middle-aged, male, northern
Nigerians, in Nigeria, we have
culturally significant information
which will affect decisions to be
made in the communicative key box
(Munby, 1978, p. 35)
.
Participants may not know each other's educational
background, political stands, social and economic class
status, occupation and achievements, personalities or
special hobbies. The important information missing here
is whether the participants have ever communicated with
people from another country or whether they are aware of
the purpose of their specific communicative event. In
other words, people do not always know what to
communicate. All these have a strong effect on the
quality of communication.
The importance of "place of residence" is stated as
...for two reasons, to cover
instances where this is different
from nationality, e.g. an American
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living in Italy, in which case one
would expect the place of residence
to have some effect upon the
nationality; and because it may be
significant in itself, e.g. a personfrom London is likely to have some
ffsFsnt attitudes from someone
from Barnsley (Munby, 1978, p. 53).
The phenomenon described here is interesting, but
the significance of these kinds of cases will, have to be
considered within the framework of a specific time
period. For instance, how long has this American lived
m Italy? what is s/he doing there? Does this person
live in an American or an Italian community? Depending
on the situation, living in Italy may not affect this
American's nationality and language. In the case of "a
person from London" versus "a person from Barnsley," it
is not known whether this person is a native Londoner.
How long has this person been living in London? In which
part of London does this person live? What are the
political, social, economical, educational and
professional backgrounds of this person? What is this
person's race and ethnic background? These questions are
crucial to any needs assessment.
Closely related to "age" and "sex" is the
background of learners' LI (first language), L2 (second
language)
,
and TL (target language) . Munby acknowledged
that the information on LI and L2 may not be important
in some cases;
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.. .the information that a
Part icipant with Kiswahili as the
TL, has English as his LI and
elementary French as his L2 is
unlikely to be significant at any
stage in the process of specifying
the communicative competence
required
... (Munby, 1978, p. 54).
However, such information will be useful in other cases
...knowing that a person has French
as his LI and elementary Italian ashis L2 may prove useful where there
the TL is Spanish (Munby, 1978, p.
54) . F
Munby 's statements have implied the contrastive
approach in language learning. While interlanguage
problems do occur in language learning activities, many
more problems are intralanguage problems. For instance
a Chinese who is learning English will make exactly the
same mistakes as a Spanish-speaker
,
so the relationship
between various languages may not always be significant
in language learning.
As for target language Munby does not seem to be
interested in the present deficiencies of the TL, but
rather in future development.
Purposive Domain . Munby used Streven's model to
identify learning purposes. As discussed earlier, it is
not always possible to define the purpose either as
educational or occupational. It is, therefore, not
adequate to assess the needs based on two separate
entities
.
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Setting. "Setting" in Munby's terms refers to the
time and place of communication or the physical
circumstances in which the language will be used. They
are further sub-divided into "physical setting" and
"psychosocial setting."
The former refers to the time when the target
language is required and to the length and frequency of
the need. The latter refers to the "environment" in
which the target language will be used, such as a
culturally similar environment, in an urban or rural
setting
.
Clearly these settings will affect the learning
process, but the difficulty is to define criteria to
assess them. For instance, suppose there is a group of
visiting Chinese scholars who will study medicine in an
American medical university for two years. It may be
possible to define physical setting by saying that
English will be required in classrooms and laboratories,
however we can not exclude the possibility that students
will use English outside of these settings. How long the
language has been used will be equally difficult to
determine. Many cases have been encountered in which
Chinese students or scholars who were supposed to be in
an English-speaking country for a year have managed to
stay on for several more. The frequency of language use
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is often beyond estimation, too. For instance, many
people believe that Chinese students in the United
Stated will have to speak English as frequently as they
speak Chinese at home. In fact, such an assumption is
far from correct. Students have found that some students
working in American laboratories do not have to speak a
single sentence in an entire week because they often
work alone on a project.
It is equally difficult to define "psychosocial
setting" in most cases, especially in the case of ESP
taught in the situation where English is a foreign
language. If a Chinese student is going to study
medicine at Boston University, he or she may know that
university is located in the city of Boston which means
that the language will be used in an urban setting. Even
so, we can not exclude the fact that people in this
setting may come from different parts of the country or
even other countries and they may come from rural or
other urban areas. The composition of the university
community will affect the language environment. Munby's
notion of urban and rural is also vague in that it does
not take into consideration that urban areas may be in
the southern part of a country, rather than in the
northern part of the country. Geographical differences
also change the features of a language environment.
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the people with
Interaction. Interaction refers to
whom the participant will have to communicate and the
relationships that exist between them. The purpose is to
identify the social relationship between two
communicators
:
... to help predict, later on in the
CNP, the attitudinal constraints on
the communicative activities in
which the participant has to engage(Munby, 1978, p. 75)
.
It is certainly useful to know with whom you will
communicate, but it is more important to consider how to
obtain complete background information about the
Par^c ^-Pants °n the other side. This is nearly always
improbable if not impossible. For instance, if a Chinese
medical student is going to talk to an American Biology
professor who is visiting China for the first time, this
Chinese student may not know much about this American
except for his or her age, sex and profession.
Knowing the relationship between the two
communicators does not always help either. This is
because the value of "relationship" is culture-bound,
which means that different cultures value different
aspects of relationships. For example Chinese professors
tend to be very formal. While giving lectures they
prefer to talk and students are expected to listen, thus
making the professors feel respected. This is less true
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of American professors, who, by and large, seem to have
a more informal relationship with students. They do not
seem to be offended when students ask questions in the
middle of the class.
Of course, not all the American professors will act
the same way. This is because individuals have
preferences in terms of a particular cultural value, in
terms of viewing "relationship," in the same American
university, some professors may prefer to have a formal
relationship with students while others may not.
Instrumentality
. According to Munby,
instrumentality can be divided into "medium" which
includes spoken and written, receptive and productive,
etc. and "channel" which includes face to face,
telephone, print or public address system.
There is no doubt that language classes can be
divided into skills such as speaking, listening, writing
or reading. We can also teach students how to talk under
different conditions. However, it seems easier to focus
on a particular skill in EOP learners who usually have
to acquire the language skills specifically related to
their jobs. It may, however, be difficult to do so with
EAP learners, because the target situation, in which the
language will be used, can not always be clearly
defined.
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alect > Munby r®ferred to dialect in the sense of
regional, geographical, social and professional
dialects. While they are very important, selecting one
dialect is not easy, in the case of medical students, it
may be easy to select medical English as a professional
dialect, but it will be difficult to choose a
geographical or social dialect. The reason is that in
the same hospital, it may be necessary to associate with
people from various parts of the United States, who will
have different pronunciations and usage of words. People
from different social backgrounds who speak different
social dialects will be encountered.
Target Level
. A target level is specified as having
six dimensions by Munby: 1. size - a matter of length,
2. Range - a matter of quantitative extent, 3.
Complexity - grammar, discourse coherence and the
capacity to handle redundance, 4. Delicacy - the level
of specificity and detail, 5. speed - rapidity of flow
and deliberateness of speech, and 6. flexibility - the
capacity to handle novelty or communication unrelated to
the participants' own purposive domain and adaptability
to switching of subject and style.
These six elements appear to be less controversial
because they tend to focus on linguistic items and the
physical requirements of a program. The appropriateness
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Of these dimensions is determined by the appropriateness
of the other eight parameters.
Communicative Kvent
. Communicative event refers to
what the participant will be able to do with a language,
receptively or productively in terms of actual
communicative activity.
It appears that this dimension is identical to
"Instrumentality" in which the receptive and productive
activities have been addressed. The question that needs
to be answered again is how to identify receptive or
productive needs when the learners do not know what they
are expected to do?
Communicative Key . While referring to attitudinal
tones, Munby included "happy or unhappy", "frivolous or
serious," "formal or informal," and "respectful or
disrespectful .
"
Various attitudinal tones exist in any given
language therefore, it seems logical to include them in
needs assessment. However, Munby seemed to isolate one
attitudinal tone from another. There are two issues
here, the first being that people are capable of
changing from one tone to another. For instance, a
person who is happy now may become sad within the next
half an hour. Munby 's approach does not seem to deal
with changing tones. When interacting with another
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person, it is more important to detect the changing of
tones rather than to know what tones there are. This
point is even more valid when considering the second
issue, which is that attitudinal tones exist in all
languages. Often children have mastered these tones
before they have mastered their native language.
However, knowing how and when to express and change
tones varies from language to language. Thus it is more
important to teach the subtleties of changing tones.
It seems that Munby's CNP is very detailed, but
people such as Schutz and Derwing think that it is
rather vague.
It is hardly necessary to point
out that, for all its obvious
virtues, such a full-scale assault
on the problem of needs assessment
is rather ambitious, to say the
least, particularly when one
realizes that even its most complete
specification for a given
participant contains no
specification whatsoever "of the
actual language forms that will
realize these needs" (Munby, 1977:
p, 20)
.
External consideration thus
make the fully detailed Munby-type
investigation quite impractical for
most program planners, at least for
the time being (Schutz & Derwing,
1981, p. 32)
.
Although Munby considered his CNP as
communicatively-oriented, Hutchinson and Waters (1987)
criticized it as "language-centered" which means it only
focuses on the mechanical items of the language such as
99
the ability to comprehend and/or produce the linguistic features
of the target situation', for
example the ability to understand
the passive voice. Thus what the CNPproduces is a list of the linguisticfeatures of the target situation.
But there is much more to needs thanthis (Hutchinson & Waters, 1987 n
R A \ ' > V
The CNP needs assessment seems only to focus on
individual learners. It does not include other types of
needs such as the needs of a group, society, community
or teachers. The individual needs are, as a matter of
fact, often determined by what teachers or government or
communities want the learners to learn and do in the
future
.
^n°bher problem is the relationship between
individual learners' needs and other types of needs.
Such a relationship should be balanced
. . . individual needs will undoubtedly
vary widely, yet organized education
can only cater for the individual
learner if he can be grouped with
other learners to form a
sufficiently large class to justify
the efforts and finances required to
satisfy his needs (Schutz & Derwing,
1981,
p. 32) .
Munby greatly emphasized the learners'
responsibilities to identify needs, but learners may or
may not know what their needs are. As Macdonald and
Sager pointed out, the identification of needs depends
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on the level and experience of the individual learners.
This means that only the learners who have been already
trained in their occupations or academics can possibly
identify needs independently.
Although Munby is very specific in identifying the
learning needs, he does not indicate how they can be
assessed. It appears that some items included in CNP can
never be identified due to the constraints of the actual
language situation.
While Munby emphasized the needs of individuals,
Mackay and Bosquet echoed what Robinson proposed
. . . the identification of a
learner's needs is undertaken by
three separate bodies: the learner
himself, the teaching establishment,
and the user institution (i.e. the
learners' employer) (Robinson, 1980,
pp. 27-28)
.
According to Mackay and Bosquet (1981, p. 7) there
are four kinds of needs: (1) Future hypothetical,
(2) Teacher-created, (3) Students desired, and
(4) Real, current.
Future hypothetical needs are those for which the
students may want the language at some unspecified time
in the future. Courses based on this kind of need seem
to occur more often in EAP situations. For instance in
Chinese medical schools, students are required to
develop reading skills, because it is hypothesized that
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some time in the
they will have to read journals at
future. However, there are two problems in assessing
this kind of need.
The basis of this type of needs assessment is
unclear. In the situation of developing reading skills
in Chinese medical students, we do not know the
rationale which supports this decision. We do not know
why all medical students have to develop this skill and
in what specific context students will use reading
skills. Secondly, since we are dealing with the future,
we may not know if the hypothetical needs assessed now
w ill still have relevance in five years.
Teacher-created needs, refers to what the teacher
imagines is needed or would like to impose on the
students. It is safe to assume that the majority of ESP
classes have probably been taught based on this type of
needs assessment. Much research has revealed that many
ESP classes are not realistically designed or
appropriately taught because teachers impose their own
needs on learners. These are often not what students
need (Widdowson, 1983)
.
Although it is true that teacher-imposed needs have
caused the failure of some ESP courses, the positive
roles of teachers in needs assessment can not be
completely discounted. If the individual teachers are
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well trained, have mastered the target language, have
developed adequate communicative competence and have had
a rich teaching experience, they may effectively select
the needs which are appropriate for students.
Students desired, refers to what the student would
like to be able to do with the language. This represents
the current philosophy in promoting individual learners'
needs. As pointed out earlier in Munby's CNP approach,
Mackay and Bosquet will certainly encounter the three
major problems. Individual needs vary a great deal. In a
class of fifty students, it is possible there are more
than a dozen different kinds of needs. It seems unlikely
that a single course or a program will meet all these
needs. A second concern is that some learners may not
have much experience in a particular occupation or
academic field. Therefore it is difficult for them to
identify their own needs. Lastly, there seem to be no
absolutely individually—based needs. This is because
that learners ' needs are often restricted by the needs
of communities, schools, companies and government.
Real, current needs, refers to what the students
need the langauge for now. The immediate needs for
occupational purposes seem to be easier to define,
because they tend to be closely related to communicative
purposes. However, the immediate needs for academic
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purposes can be less clear because it could be that
students need to study English in order to understand
English lectures in anatomy or in biology, in this case
the immediate needs are related to communicative
purposes. But it can also mean that students need to
study English only in order to pass an English
examination, in this case the needs may not relate to
communicative purposes at all. Depending on the format
of the examination, the tested knowledge may only focus
on the isolated surface structures of the language,
which helps little in developing students' communicative
competence. Although Mackay and Bosguet's approach
contains problems yet to be solved, they have made
important contributions in incorporating needs from
different sources.
Hutchinson and Waters' approach ( 1987) to needs
assessment includes the following three elements:
(1) Necessities, (2). Lacks, and (3). Wants.
Hutchinson and Waters defined necessity by stating
that
We can call "necessities" the type
of need determined by the demands of
the target situation, that is, what
the learner has to know in order to
function effectively in the target
situation (1987, p. 55).
Regarding lacks, Hutchinson and Waters stated that
planners need to know
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... what the learner knows already,
so that you can then decide which ofthe necessities the learner lacks.
One target situation necessity mightbe to read texts in a particular
subject area. Whether or not the
learners need instruction in doing
this will depend on how well they
can do it already. The target
proficiency in other words, needs tobe matched against the existing
proficiency of the learners (1987
p. 56)
.
'
It seems that lack is rather similar to Mackay and
Bosquet's "teacher-created needs". Depending on
experience, training and background, teachers may not be
able to fulfill such responsibilities. There is yet
another problem; the experienced instructors can not
always identify lack before a course or a program
starts. Often, in a formal school setting, especially in
China, teachers will not meet their students until the
first day of class. The planning and designing of a
course or a program has normally already been done.
Similar to Munby, Mackay and Bosquet, Hutchinson
and Waters' wants indicates individual learners needs'.
Their view is that
Learners may well have a clear idea
of the 'necessities' of the target
situation: they will certainly have
a view as to their 'lacks' (1987, p.
56) .
While also addressing needs assessment, Widdowson
(1983) states that there are two kinds of needs
assessment: what learners want to learn and what
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learners have to do in order to learn. Thus he
distinguishes "learners needs" from "learning needs."
There may be a case of concentrating
on the learner's needs in the first
sense in order to delimit initially
the language to be included in a
course, but needs of the second kind
- learning needs - will have to betaken into account in the
methodological implementation of
course proposals (Widdowson. 1983
p. 20)
.
A close examination of Widdowson's approach
revealed that he is more interested in teaching
methodology, which is very important in assuring the
success of an ESP program. There are cases in which
students know what they are expected to learn, what they
want to learn or what they will have to learn for the
future, but the programs or classes have failed due to a
lack of consideration and to an inappropriate use of
teaching methods.
Having considered that individual need vary and a
single program can not accommodate various needs,
Schutz and Derwing (1981) proposed that
. . . the best to be hoped for is the
development of a number of
alternative instructional "tracks"
which incorporate very broad groups
of students with somewhat different
occupational, professional or
educational goals (1981, p. 33)
.
It appears that Schutz and Derwing have reversed
the order of curriculum design. Rather than conducting a
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needs assessment before the establishment of a
curriculum, they start to design curricula with
projected needs first. Students and teachers are
expected to select a relevant curriculum later.
Schutz and Derwing's track approach seems to be
efficient assuming that the newly enrolled medical
students will have some of the same needs as those of
students enrolled in the previous year. It is,
therefore, cost reducing since it is not necessary to
conduct the same needs assessment every year and
practical since in many situations there will be no time
to conduct needs assessment. For instance, the first-
year medical students in Shanghai Medical University are
enrolled from various parts of the country. The newly
admitted students usually arrive at the university a few
days before school starts. Once they arrive they need
time to settle in, to attend orientation and to complete
other administrative requirements. English teachers do
not usually meet students until the first day of
classes
.
Having reviewed various approaches in needs
assessment, it can be seen that these approaches
overlap. While each perspective has its advantages, each
also contains disadvantages. How the problem of
curriculum is defined affects the solutions considered.
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Thus it may be best that curriculum developers
incorporate different approaches to a needs assessment
Defining Goals and Objectives
Once the needs assessment is conducted, the next
step is to outline general goals and to determine
specific objectives. The purpose of defining goals and
objectives is geared towards answering the question
. . . What should the learner ideally
be able to do after successfully
completing the instructional program
( Mackay & Bosquet, 1981, p. ll)
.
Tyler (1949) has a more detailed explanation
regarding the importance of goals and objectives
... if an educational program is to
be planned and if efforts for
continued improvement are to be
made, it is very necessary to have
some conception of the goals that
are being aimed at. These
educational objectives become the
criteria by which materials are
selected, content is outlined,
instructional procedures are
developed and tests and examinations
are prepared. All aspects of the
educational program are really means
to accomplish basic educational
purposes (Tyler, 1949,
P- 3) .
However, Tyler does not make clear the difference
between "goals" and "objectives." It is generally
believed that "goals" are broad, abstract and general.
In a sense they are closely linked to curriculum.
"Objectives" are viewed as narrow, concrete and
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specific. They are usually the specific statements of
"goals." m this sense, they are directly linked with
the syllabus. Once the "goals" of a course or a program
are identified, the objectives will have to be
specified. In language learning, objectives usually
consists of three domains 1. The cognitive domain,
2. The affective domain, and 3. The psychomotor domain.
The Cognitive Domain
. This refers to the teaching
of facts, ideas, propositions or concepts and further
manipulation of these facts, ideas, propositions or
concepts, it also refers to "knowing", "thinking" or
"problem-solving" processes. The objectives in these
domains can range from the simple recall of information
to the more complex skills of analyzing or evaluating
information on the basis of known criteria.
According to Wiles and Bondi (1979), the cognitive
domain contains six levels (l) Knowledge - ability to
recall, to bring to mind the appropriate materials, (2)
Comprehend - ability to comprehend what is being
communicated and to make use of the idea without
relating it to other ideas or materials or seeing its
fullest meaning, (3) Application - ability to use ideas,
principles, theories in new particular and concentrated
situations, (4) Analysis - ability to break down
communication into constituent parts in order to make
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organization of the whole clear, ( 5 ) Synthesis - ability
to put together parts and elements into a unified
organization or whole, and (6) Evaluation - ability to
judge the value of ideas, procedures, methods, using
appropriate criteria.
One such example in this domain is that given an
English dictionary and a list of medical words, students
should be able to locate the words in the dictionary and
list the definition of each word accordingly.
Th_e Affective Domain
. This encompasses attitudes,
interests, appreciation and values. Wiles and
Bondi (1979) stated five levels in this domain
(1) Receiving (attending) - a learner becomes aware of
an idea, process, or thing; a learner is willing to
notice a particular phenomenon, (2) Responding - makes
response at first with compliance, later willing and
with satisfaction, (3) Valuing - accepts worth of a
thing, an idea or a behavior, prefers it; is consistent
in responding to it; develops a commitment to it,
(4) Organization — organizes values, determines
interrelationships; adapts behavior to value system, and
(5) Characterization - generalizes certain values into
controlling tendencies; emphasis on internal
consistency; later integrates these into a total
philosophy of life or world view.
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For example a medical student will learn to
appreciate medical English and the associated culture
and social values by watching television programs.
The Psychomotor Domain
. This refers to those skills
which reguire neuromuscular control and coordination.
The psychomotor domain can further be divided into (l)
Gross body movements, (2) Finely coordinated movements,
(3) Nonverbal behavior, and (4) Speech behavior.
Wiles and Bondi (1979) state four levels in this
domain (1) Observing - watches process; pays attention
to the steps or techniques and to finished product or
behavior; may read directions, (2) Imitating - follows
directions; carries out steps with conscious awareness
efforts, performs hesitantly, (3) Practicing -
repeats steps until some or all aspects of process
become habitual, requiring little conscious effort,
performs smoothly, and (4) Adapting - makes individual
modifications and adaptations in the process to suit the
situation.
When this domain is transferred into objectives, an
example could be that medical students be able to
pronounce a list of technical words correctly and
clearly.
Ill
Syllabus Design
Once the goals and objectives are defined, the next
step is to design a syllabus, in discussing the
development of a language syllabus, Yalden (1983)
pointed out that not enough attention has been devoted
to syllabus development in second-language teaching in
North America. What Yalden has pointed out does not only
occur in Northern America, it can be found in other
parts of the world as well, it exists in secondary
language teaching as well as in English for Specific
Purposes. While analyzing the possible reasons for the
neglect of syllabus development, Yalden stated that
This may be due to a view of
language learning as mastery of the
'four skills' or to the resulting
difficulty of specifying objectives
in any terms other than those of
linguistic content. In any case
teachers of English as a second
language are on the whole still more
used to thinking about methodology
than about syllabus design. Most
practicing teachers have
participated over and over in
discussions concerning matters such
as the use of pattern practice
drills, whether or not to admit
translation as a teaching device, or
at what point the study of the
passive voice should be introduced.
But teachers are generally
unprepared to produce an overall and
comprehensive plan or design for a
second language course (1983, p.
17) .
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Although the development of syllabus design has
been necessary for a long time, there are few approache
available, with the recent development of research in
language learning and teaching, more approaches have
been developed. These approaches will be discussed
accordingly
.
s
The Traditional Approach. For a long time, language
teachers have been teaching language based on two
components, a list of linguistics structure and a list
of words. In general the items in each are arranged to
show which should be taught first, second and third.
In the development of linguistic theory this
approach is considered deficient. The fundamental
problems are that it assumes that learning a language
means learning to master its grammatical system and that
it rigidly presents the language system in a so-called
linear fashion.
As many researchers have pointed out, when we speak
we concern ourselves with more than linguistic accuracy.
We are aware of the meanings and the appropriateness of
the words we use and so on. The traditional approach of
syllabus design does not include helping learners to
express themselves meaningfully and appropriately.
Synthetic and Analytic Approach . The development of
this approach is based on ideas such as the following:
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During the transition from
traditional grammar-translation
methodology to audio-lingual
teaching and then to cognitive code-learning theory, shifts occurred in
views held by linguists and teachers
of the psychological processes
involved in second-language
learning. At the same time there wasthe advent of a desire to provide
ordinary' and less literary
models of language. Various teaching
techniques were tried accordingly.
But the objectives or purposes,
whether in one method or another
were still stated in terms of
linguistic forms (Yalden, 1983,
p. 22) .
With the rise of structural linguistics and
behavioral psycholinguistics, the linguistic components
of various types of performance are analyzed, the units
are isolated and the language is taught piece by piece.
Vocabulary is selected and language structures are
ordered; stages and sequences of the language are
carried out according to criteria of simplicity,
regularity, and frequency. With these features, the
synthetic and analytic approach plans the courses in
such a way that
. . . the language items to be taught
are ordered into a list of
grammatical structures and probably
a list of lexical items. The learner
is exposed at any one time only to a
limited sample of the target
language, and the sample is
carefully controlled by the teaching
situation. The learner's job is thus
to resynthesize language that has
been taken apart and presented to
him in small pieces; this synthesis
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generally takes place only in the
??V^ageS ° f learn ing, at the so-called advanced levels' (Yalden
1983, p. 21) .
1
'
According to Steiner (1970), the synthetic and
analytic approach is geared towards distinguishing
purpose and objective. "Purpose" refers to why English
is being studied, while "objective" specifically refers
to what a learner should be able to do under what
circumstances and how to insure the accomplishment of
purpose via activities.
This approach has few fundamental differences from
the traditional approach. It retains the focus on the
mastery of substance and the form of language,
phonology, and the lexicogrammatical system. The
fundamental problem of this approach is that it has
failed to supply learners with the language awareness of
the meaning we convey when we use language in a social
context. The meaning has not been taught within
stretches of discourse.
The traditional and synthetic approaches were
developed on the basis of early research by
descriptive/structural linguists and behavioral
psycholinguists who viewed language learning as
"acquiring a body of linguistic knowledge" and
"acquiring a new set of habits or changing linguistic
behavior" (Corder, 1978). Thus, the syllabus based on
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these two notions include formal and structural
linguistic forms. Language teaching is identified and
directed primarily towards imparting a body of
linguistic knowledge such as phonics, association
psychology (direct method), and structural linguistics
(contrastive analysis and audio-lingual teaching)
(Yalden, 1983
,
p. 45)
.
Formal and Functional Approaches
. The "Formal and
Functional" also called "Notional and Functional" or
"Communicative" approach in syllabus design has been
based on generative-transformational grammar and
cognitive psycholinguistics. (For the purpose of
convenience N/F - Notional and Functional - will be used
to include all the different terms of this approach)
.
The N/F approach implies the semantic, meaning-based
strategy which leads to a somewhat wider goal -
communicative competence.
Wilkins (1976) defined N/F as behavioral (not
behaviorist) because language activities are organized
in terms of purposes for which people learn language and
the kinds of language performance that are necessary to
meet those purposes. The N/F does not make a prior
analysis of the total language system into a set of
discrete pieces of language because it is based
primarily on meaning rather than on form, and depends to
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a far greater extent on the learner's analytical
capacities than on a structural approach.
The analysis of the relationship between functions
and notions of the language has encouraged syllabus
designers to combine functions and notions for the
ultimate purpose of effective communication. Thus the
general principles of N/F should include provision for
language learning and must be considered a process of
language systems development. This means that method,
materials, tests, curricula and syllabus should be
developed as interrelated aspects of a single process.
Also, language-learning systems must be learner-
centered, meaning that planning is not based on language
as a self contained system but must be carried out with
the learner's needs, motivation ability, limitation and
resources - communicative purposes in mind.
Materials Production
ESP curriculum developers have to consider the
production of teaching materials.
On the basis of the information
provided by the needs analysis, the
materials writer may select
appropriate samples of the target
language that adequately represent
the characteristics of the target
language and the associated demands
it will place upon the user (Macky &
Bosquet, 1981, p. 16)
.
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This practice has not historically been followed in
the case of ESP.
Despite the growing number of
published ESP textbooks, a great
many subject specialists are still
not catered for, and even textbooks
which are appropriate in terms of
subject matter, may be inappropriatem terms of levels of function and
of skill (Robinson, 1980, p. 34 ) .
Mackay and Bosquet add that
For many LSP programs no adequate
nor even suitable materials exist in
ready-to use form (1981, p. 16).
Although Robinson, Mackay and Bosquet's complaints
about teaching material are legitimate, it does not mean
that materials development is a blank section in ESP. As
a matter of fact there have existed different kinds of
materials, categorized by Trimble (1985, p. 27) as
"Genuine", "Adapted", "Synthesized", and "Created."
"Genuine" refers to those materials which are taken
directly from a printed source, either a published book
or an article, and usually presented without any
alteration. Some people consider that this kind of
material is most authentic for learners. While this is
true, there are several problems: the language in this
kind of material can be highly technical and
specialized. While it may be helpful for advanced
students, it will be difficult for beginners who do not
have much knowledge of the structure or lexis of a
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language. Also, even if learners have certain knowledge
of a subject matter, they may still find it difficult to
handle the technical language. Finally, most ESP
teachers do not have relevant training in the technical
aspects of the language and concepts of a given subject
matter. These teachers, therefore, will most likely
either have difficulties in presenting the materials or
make embarrassing errors.
"Adapted" refers to materials which are selected
from published books or articles, but which are usually
given appropriate treatment. While the concept of the
subject is preserved as original, the language
structures are made simpler. This kind of material can
serve well in terms of technical information as well as
language structures. However, Trimble cautions us,
saying that
. . . adapting texts can turn into an
awkward and frustrating exercise in
preparation if we try to work with
too many features at the same time.
To try to adapt for rhetorical
features (whether the paragraph or
rhetorical techniques or rhetorical
functions or all of these) and at
the same time try to modify
grammatical and/or lexical features
as well is courting disaster (1985,
p. 33).
The added problem is that such adaptation requires
that the developers not only have mastered the technical
aspect of a language in a given subject matter but also
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concepts and content
.
have sufficient knowledge of its
Otherwise, the adaptation may result in inconsistencies
in information.
Trimble lumps "Synthesized" and "Created" materials
together, because he thinks they share some features
such as having more control over the grammatical,
rhetorical and lexical aspects of the language, and that
they both require more time and effort on the part of
the person preparing the materials.
Trimble explained that
By synthesizing we mean the
process of taking 'genuine'
materials from two or more sources,
deleting the unwanted items and
fusing the remaining information
into a continuous text
By creating we mean much of the
same as synthesizing except that our
sources are used purely for
reference and all of the wording is
our own ( 1985, p. 38)
.
The advantage of this kind of approach is that it
gives materials developers complete control over the
units of discourse, the grammatical points and lexis in
relation to learners' needs and background. However,
this approach also requires that developers have a good
working knowledge of both language structures and the
content of a given subject matter.
Regardless of the type of materials, there are some
general principles which should be taken into
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consideration such as who are the authors or the
materials developers? Although it is not always possible
to know who the authors or the developers are, it is
helpful if we know their general educational background,
their expertise in a given subject matter, their
awareness of cultural issues, their consciousness of
students
' needs and their language and communicative
competence. How compatible are the materials with the
syllabus and curriculum? That is, do materials meet the
designated goals and objectives regarding procedures,
techniques, and presentation of items? Which language
skills are included in the materials? How are they
presented - in an integrated or separate manner? Do they
match the priority in syllabus and curriculum? Are the
materials rigidly constructed? This means, do the
materials provide alternatives for teachers and learners
in learning tasks, styles, presentation of techniques
and expected outcomes? How authentic are the teaching
materials? Are the levels too high or the technical
concepts too advanced? Do the materials include the
extra-linguistic elements such as political, social,
economic and cultural values?
Teaching Methods
Teaching methods contribute a great deal to the
success of a curriculum. Despite discussions and
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experimentation for several decades, language teachers
have not been able to reach a conclusion as to which
"method" is truely the most effective. Here, some
existing methods will be discussed.
The Grammar Translat ion Method
. Originally used to
teach Latin, the traditional grammar-translation method
has been used widely for many years. Its goal is to
enable students to read written materials of all kinds,
with an emphasis on classical literature. The teaching
of surface structures of the target language is a
primary element (Cele-Murcia, 1979) . The mother-tongue
of learners is the primary tool used in classroom
instruction. The explanation of words, phrases,
sentences and the meaning of a text or an article is
conducted in a learner's mother-tongue. Vocabulary is
taught in isolation, not usually within an appropriate
context. Much attention is given to the explanation of
grammatical rules by using classical texts or materials
for reading purposes given at an early stage. The main
form of exercises involves translating disconnected
sentences from the target language into the mother
tongue or vice versa. Finally, listening and speaking
are de-emphasized to a large extent.
It is commonly accepted that the Grammar-
translation approach does not link with any theories
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past
based on linguistics or psycholinguistics. For the
several decades this method has been considered old
fashioned and many people have attacked it as being
inefficient and ineffective, but the approach contains
both advantages and limitations.
On the positive side, this method helps adult
learners to acquire a systematic understanding of the
surface structure of a target language, especially for
learners who will pursue either a teaching or
translating career. It also releases tension from non-
native speaking teachers who might not have adequate
proficiency in the target language. They can consult
grammar books and use materials effectively.
The primary limitation centers around the idea that
every language has its unique system of word formation
which can not be translated. Translation itself is an
art which often involves the learner's knowledge of the
mother-tongue rather than the target language. This
approach is not geared toward using a language in a
creative way nor does it emphasize speaking and
listening. It is common to find an excellent translator
who can neither speak fluently nor understand the second
language very well. In a situation where the target
language is taught as a foreign language, such a method
does not encourage language teachers to improve their
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language proficiency. They can always rely on written
materials, dictionaries and grammar books. Further, the
very nature of the grammar-translation method can not be
used to teach children who can not comprehend grammar
rules in a deductive way. Adults with little knowledge
of the rules of their mother-tongue also tend to be
confused. Finally, the way that grammar, words and
phrases are taught in isolation does not enable students
to comprehend, read, write or speak in logical and
coherent patterns.
Direct Method
. The Direct Method was first designed
by Francois Gouin in 1880 (Richards, 1986) . Like the
grammar-translation method, the Direct approach was not
based on any particular understanding of linguistics and
psycholinguistics. One of many people who were not
satisfied with the Grammar-translation approach, Gouin
observed how a child learns his or her first language
and suggested that a child learn to understand a
language by listening first and then speaking later.
Appropriate actions and pictures were provided. Grammar
was inductively taught, stressing aural and oral
communication in a natural way. The final goal of this
method is to develop the students' ability to
communicate in a foreign language and ultimately their
ability to think in the target language.
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many features such as
The Direct approach includes
a brief anecdote or short dialogue in the target
language often presented in a conversational style at
the beginning of a lesson. The teaching materials are
presented orally, accompanied with relevant actions and
pictures. The mother-tongue is not used at all.
Explanations of grammar, words, phrases, and contexts
are all conducted in the target language. Grammar is
taught inductively. The grammatical rules of the target
language are summarized after learners get some
experience
.
Compared with grammar-translation, the Direct
method presents a more natural way of learning a
language. However, some rigid rules and a lack of a
solid theory in linguistics may eventually result in it
having limited popularity.
Gouin's original approach has been revised
recently. This revision has resulted in the development
of two new concepts which are called "Total Physical
Response" and the "Natural Approach." These concepts
will not be discussed here, instead the more basic
Audio-Lingual Approach will be addressed.
Audiolinqual Approach . The Audiolingual approach
arose from a marriage between language teaching,
research in linguistics and pyscholinguistics . This
125
method can be directly traced to the "scientific"
linguistics of structuralists and the strong influence
of the theory of behavioral psychology in the 1920s and
1930s.
Based on the theories of structural linguistics and
behavioral pyscholinguistics, the Audiolingual approach
has five basic principles of language and language
teaching
1. Language is considered a primary form of
speech, not writing.
2. Language behavior is habit formation.
3. Teaching should concentrate on the language and
not on facts about the language.
4. Language is how native speakers communicate.
Therefore a language learner should strictly follow what
a native speaker says, not create something of his or
her own.
5. The existence of different forms or dialects of
the language is acknowledged.
Typical features of this teaching method include
materials and activities centered around dialogues,
usually presented at the beginning of the class. When
the dialogues are initially presented, often through
tapes, students are not allowed to look at written
materials. Memorization of the dialogue is expected;
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various drills, chorus, group or pair work are
extensively used. Accurate reproduction of dialogue,
patterns, words, pronunciation and intonations are
expected. Grammatical structures are sequenced and
practiced in patterned forms. For instance, the present
tense always comes before the present perfect tense. In
the same way as the Direct method, grammar is taught
inductively. The syllabus utilizes the development of
technological modern language teaching tools, such as
tapes, visual aids and films, and focuses on listening
and speaking skills while emphasizing the cultural
aspects of the target language.
On the positive side the audiolingual approach is
helpful for students who specifically need training in
aural comprehension and oral fluency, pronunciation and
intonation. Here, active participation is most suitable
for children and adult learners, drawing on teaching
techniques such as drill, repetition and memorization to
reinforce language behaviors.
The basic problem with this approach is that it
does not help students develop communication skills
often largely ignored. Emphasizing mechanical drills
does not always work because a language cannot be
drummed into an individual only by rote repetition.
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Finally, modern tools can be very expensive. Many
schools and programs can not afford to purchase them.
Cognitive Approach. The Cognitive approach is
largely built on the theories of generative
transformational linguistics and cognitive
pyscholinguistics
. Theoretically, this approach rejects
the "stimulus and response" notion and claims that its
goal is to develop in students the language abilities of
native speakers. In other words, it should develop
students abilities to a point at which they have basic
control over language rules and consequently are able to
formulate their own replies to previously unmet language
situations such as a native speaker.
The Cognitive approach attempts to give meaning to
what students are doing. Instead of habit formation,
language acquisition is viewed as rule formation. As a
result, deductive explanations of the grammar of the
target language are encouraged. As language behavior is
considered to be better developed through interactions
with language users or learners, group work is
encouraged. Time for individual instruction is provided
to allow for differing learning needs. In the learning
process, the role of a teacher is best described as a
facilitator. The teacher encourages comprehension
(listening and reading) before production (speaking and
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writing)
. Errors are seen as a healthy development of
language learning with frequent correction not
encouraged. The four skills - listening, speaking,
reading and writing are considered to be of equal
importance, and are taught in an integrated manner.
Repetition and drills take place in a meaningful
context, and audiovisual aids and other appropriate
means are used to achieve this integration. The larger
context of this approach assumes that the affective
domain, such as the attitude of teachers and learners,
human sensitivity, and the quality of interaction
between teachers and learners, as well as among learners
alone, is considered a crucial overall factor in
language teaching.
The primary advantage of this approach is
relevancy. It encourages teachers to present a lesson in
a meaningful way. This puts more emphasis on students'
mental power. The learning environment is more
meaningful and realistic. Since the four language skills
are considered equally important, a student will develop
language competence in a holistic pattern.
The greatest problem in this framework is how to
select meaningful materials. This method is not
particularly useful for children, since deductive
grammar teaching is preferred. The method deemphasizes
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native-like pronunciation and may require further
practice for learners who need to improve pronunciation,
compared with the previous approaches, this approach
treats errors less seriously, but ignores the fact that
some errors become habitual after they have been
repeated many times.
Communicative and Functional-Notional Appr-n^h
Some people classify the communicative and functional-
notional teaching as two separate approaches. As a
matter of fact, they are basically the same, but with a
slightly different focus. While they both deal with the
communication aspects of the language, functional-
notional focuses more on the uses and notions of a
language. From a communicative viewpoint, there are two
aspects to learning a language - linguistic features and
communicative features. While correct linguistic feature
is necessary for communication, it does not guarantee
appropriate communication.
The positive side of this approach is that it
allows students to use the target language for
communicative purposes. Students are encouraged to be
aware of appropriate functions and notions in using a
language. Social inguistic issues and the cultural
aspects of the language are also taken into
consideration. More attention is paid to students'
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needs; they are encouraged to be creative and given more
freedom to participate in learning activities.
Problems in this approach include an unscientific
nature of the choice of items which can create a
difficult situation for beginners, an unsystematic
presentation of linguistic items impairs a learner's
ability to generate sentences in a new situation. And
communication in a real life situation remains a
problem. In real communication, language functions and
notions do not occur in a linear or grouped pattern and
interaction cannot always be predicted. The nature of
classroom teaching and the groups of functions and
notions of a language still put students in an
artificial environment. In real life, people frequently
switch functions and notions in ways that cannot be
predicted and for which a precise pattern cannot be
generalized.
The selection of teaching materials poses a serious
problem. It is difficult for teachers to select
materials which will please everyone and this means that
individual teachers have to take more time and
responsibility for their preparation and development.
The emphasis on immediate communication is not
realistic. Development of such competence is a slow
process during which students accumulate knowledge and
131
upgrade skills. Comparatively speaking, the mastery of
linguistic items can be achieved within a relatively
short time. In other words, most students can master
grammatical rules and vocabulary within a few months or
years, but the acquisition of communicative competence
requires a much longer time. The nature of communicative
approaches also requires that teachers have more than
medium proficiency in the target language and a highly
developed communicative competence. A native-speaker is
not likely to have a proficiency problem, but still not
be communicatively competent. This problem is more
serious with the non-native speaking teachers in a
foreign language setting.
all we can say that there is no single
approach or method which is perfect. Each has its own
values, and can only work if teachers understand the
nature, objectives, and relevant situation of learners
enlightened by the strengths and weaknesses of a
particular approach.
Teacher-Training
According to Dubin and Olshtain,
The teacher population is the
most significant factor in
determining success of a new
syllabus or materials. The attitudes
of the teachers and their abilities
to adjust to new thinking and what
it involves in practical terms are
crucial (1987, p. 31).
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The success of a course or a program requires that
teachers be competent in language and communication
skills as well as being experienced in teaching.
Teachers who are native speakers but whose knowledge of
grammar is lacking will not be seriously hampered in
their teaching. However, without special training, they
may have difficulty explaining why some sentences are
grammatically correct while others are not. For
instance, many native speakers do not know why there is
a ''to" in sentence (A), when there is not in (B) .
(A) He went to school at 8:00 this morning.
(B) He went home at 5:30 yesterday afternoon.
A clear explanation of such grammatical features
can be very important especially for adult learners.
Once they are given a good explanation, learners may be
able to avoid mistakes or to make appropriate
generalizations in their learning process.
Non-native English teachers may have no difficulty
in explaining why one sentence is grammatically correct
when another is not because they usually have good
training in the grammatical structure of the language.
However, their grammatical knowledge is often limited to
that of standardized grammar books and they may have
difficulties in judging the unconventional features
which are actually grammatically correct.
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Another problem facing teachers is how to teach
students to be communicatively competent, since teachers
are likely to be trained in non-English speaking
countries and the majority of them may never have
communicated with any native speakers, they will have
difficulties in teaching language meaningfully and
appropriately. Although they may receive good training
m mechanical language rules, they may not be trained in
teaching. For instance, few specialized English language
departments at universities, colleges or institutes in
China offer courses in teaching methods.
Native-speaking English teachers in the ESP field
face similar problems to those of the non-native
speakers. Few ESP teachers have special training or
knowledge in a given subject matter. They may lack the
vocabulary and understanding of special concepts without
which they may not be able to present material clearly
or may make embarrassing or confusing mistakes.
Given the importance of teachers' backgrounds, the
ESP curriculum should include a teacher-training
program, which covers such areas as command of the
target language, training in language teaching. Teachers
should be exposed to theories of linguistics,
psycholinguistics, socialinguistics
,
methodology and
materials
.
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Evaluation
Evaluation is the last stage in the whole process
of curriculum development. The general purpose of
evaluation as stated by Wiles and Bondi (1979) is to
. . . improve the educational programby facilitating judgments about its
effectiveness based on evidence
(1979, p. 286) .
The specific purposes of evaluation include (l) To
make explicit the rationale of the instructional program
as a basis for deciding which aspects of the program
should be evaluated for effectiveness and what types of
data should be gathered, (2) To collect data upon which
judgments about effectiveness can be formulated,
( 3 ) To
analyze data and draw conclusions, (4) To make decisions
which are based on the data, and (5) To complement the
decisions to improve instructional program (Wiles and
Bondi, 1979, pp. 286-287).
Student evaluations take three forms: placement
tests, achievement tests, and proficiency tests.
Placement tests are designed to assess the students'
learned knowledge of English before they enter an ESP
program. The purposes of these tests are to decide if
the students will be accepted into the program, at what
level many will be placed, and in what specific areas
they need training. Once the evaluation is completed,
students will be admitted into the program accordingly.
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While this kind of evaluation is widespread, there
have had some concern as to how accurately these tests
are in assessing learners' background. One such example
is TOEFL test required for all foreigners who study in
the United states. Many score very high, but still
cannot communicate well with native speakers, on the
other hand, native English speakers have failed this
test. Nevertheless, they are fluent in the language and
can communicate well with other English speakers.
Achievement tests, are geared towards determining
the academic performance of the learners. Such
evaluation can occur in the middle or at the end of the
course or even at the end of each class session. Due to
a lack of ready-made tests, some teachers have to design
their own achievement tests. Hutchinson and Waters give
ESP teachers some guidelines: (1) Make an estimation as
to how much and what students have learned. The test
should be based on this estimation, (2) The test should
be relevant in terms of skill, language and content
areas, (3) If the test involves the students' knowledge
of the subject matter, it will be better to consult a
subject area specialist in order to avoid possible
mistakes (1987, p. 147).
Proficiency tests, assess whether students can cope
with the demands of a particular subject or a situation.
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For instance, if Chinese students plan to study in an
American university, they must take English proficiency
tests to demonstrate ability to comprehend English
lectures. Such tests are "criterion-referenced" in
nature; Hutchinson and Waters explained "criterion-
referenced" as follows:
... the candidate's ability is
assessed according to how far it
matches certain criteria judged to
be essential for proficiency in a
particular task (1987, p. 149).
Although proficiency tests are commonly used, they
are not always indicative of students' real capability.
It happens that students score high on the test but they
cannot use the language fluently and appropriately.
Course evaluation, is viewed as an assessment of
whether course objectives are being met. This kind of
evaluation can be divided into "formative" and
"summative" (Mackay & Bosquet, 1981) . "Formative"
evaluation is carried out on a daily basis; it is
intended to give immediate feedback to curriculum
developers in terms of "teaching unit," "method of
presentation" or even "individual exercises." Immediate
modification of the curriculum usually follows. On the
contrary, "summative evaluation" usually takes place at
the end of the trial teaching period.
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Different techniques for conducting course
evaluation include test results, questionnaires,
discussions, interviews and observations. The
participating population can be administrators,
teachers, students, materials developers. Course
evaluation can also be broken down into policy,
curriculum design, materials, teachers and teaching
methods. The evaluation methods, the participating
population, and the specific topics to be evaluated are
chosen depending on how one wants to improve the course
or programs.
Conclusion
In this chapter, the theories and principles for
developing an ESP curriculum have been reviewed and
analyzed. In general, the development of an ESP
curriculum involves such steps as policy-making, needs
assessment, defining goals and objectives, syllabus
design, material production, methods, teacher-training
and evaluation. Theories concerning these steps have
been developed and applied to practical design. As
pointed out earlier, a theory which is complete and
without flaws has yet to be developed. ESP curriculum
developers may benefit more from these various theories
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if they apply them appropriately for each to the
learning and teaching population.
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CHAPTER IV
ANALYSIS OF THE ENGLISH CURRICULUM
PRESENTLY-USED IN MEDICAL SCHOOLS
Introduce i nn
According to the Chinese government's regulations,
all medical universities and colleges must teach
English. At present, English is the primary foreign
language taught to undergraduate and graduate medical
students in China.
In 1981, English language education involved a
total of 158,986 undergraduate 2,442 graduate medical
students, distributed among 116 medical universities and
colleges (China ' s Educational Year Book, 1984, pp. 963-
966) . In spite of these large numbers, no specific
medical English curriculum has been designed. The
curriculum designed for students in science and
technology (ECST) is used for undergraduate medical
students, who are required to attend more English
language classes than graduate medical students.
Consequently, this chapter will address the issues of
the inadequacy of the ECST for undergraduate medical
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students, the development of a relevant English
curriculum for them, and the problems which may occur
during this process.
The Currently-used English Cnrrir-m,,.
Beginning in 1980, the English curriculum for
science and technology became available for students at
medical universities and colleges. Its theoretical
framework, design, and how it has been applied to
medical education are all open to criticism, in terms of
their value for medical professionals.
The ECST was first developed by several technical
universities and colleges in 1980. In 1982, revising the
curriculum was discussed at the National Conference on
"English language teaching in non-language specialty
universities and colleges." This conference did not
consider English language education in foreign language
institutions. Many who attended the conference pointed
out that the 1980 ECST would not suffice to train
students with specialized English language needs,
because it was based on the English language background
of tertiary-level applicants between 1977 and 1979
,
a
time when the educational system, which had been
destroyed in the GPCR, was being restored. During this
period, the quality of English language education in
high schools was low and this phenomenon was apparent
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among most applicants to institutions of higher
education. The political situation, however, changed
rapidly and, m 1982, English courses in high schools
regained their importance.
The English proficiency level of tertiary level
applicants rose, and there was a steady increase in
academic exchanges between China and other countries,
especially English-speaking countries such as the United
States and Great Britain. Such exchanges reguired
students to speak better English and the 1982 conference
participants, therefore, considered that the 1980
version of the ECST to be inadequate.
The decision to revise the ECST was approved by the
Ministry of Education. The actual revision was conducted
collectively by 13 technical institutions and government
agencies
.
The two-year process of revising the 1980 ECST
involved work in the areas of evaluation and needs
assessment. An evaluation of the English language
education for science and technology over the previous
30 years was conducted, and revisors studied newly
developed theories in language, language learning and
language teaching (ECST, 1984) .
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The Problems in Evaluation
In the revised ECST, words such as "communicative,"
"functional, » and "notional" were used. While these
words implied the notions of "new theories," the revisor
committee did not make it clear what specific theories
they had studied, the strong and weak points of the
theories, or the implications of revising the ECST and
how revisions were adopted.
Apparently, the needs assessment conducted prior to
the revision involved mainly two groups, scientists and
engineers who had graduated from technical schools and
those who were attending technical universities and
colleges at the time.
The assessment of scientists' and engineers' needs
took the form of a questionnaire with requested
information on age, occupation, educational level (and
year of graduation, if applicable)
,
language needed,
number of reading hours per week, what type of readings,
vocabulary size required, desirable reading speeds, the
necessity of developing listening and speaking skills,
and the context in which they might be needed, the
necessity of developing writing and speaking skills, and
what type of writing will be involved (ECST, 1984)
.
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Four thousand copies of this questionnaire were
distributed in 1983. Only 1,709 (42.5% of the total)
were returned, 1,527 of which were from scientists and
engineers who graduated from the same university - the
Shanghai JiaoTong University, mostly in 1981 and 1982
( ECST
, 1984).
The needs assessment for those who were still in
universities and colleges was carried out in the form of
a written examination, among two groups of population,
(A) students who entered universities and colleges in
1982 and 1983 and (B) second-year students in the
academic years of 1981-1982 and 1982-1983.
Examination for Group A Students
Examinations involving universities and colleges in
seven provinces were carried out in October 1982 and
September 1983. Each province selected three
universities and colleges, two of which had to have key
school status (ECST, 1984). Each institution selected
100 students, providing a sample of 2100 students
overall. The examination was divided into four parts.
A_,_ Reading Comprehension. This section included
three essays containing a total of 700 words. The first
two essays discussed general topics, while the third was
on popular science. To assess comprehension, 25 multiple
choice questions had to be answered in 50 minutes.
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contained blanks;——
V
ocabulary
.
150 sentences
below each sentence there were four words. Students were
expected to choose the correct one to fill in the blank.
C
. Grammar. Each one of loo sentences was followed
by an additional four sentences from which students were
expected to select the one that best illustrated the
proper use of English grammatical rules.
D
, Cloze Test, consisted of a 260-word long
article, with 25 blank spaces. For each blank, four
words were provided, from which students were to select
the one correct answer.
Sections B, C, and D were to be finished in 100
minutes
.
Examinations for Group B Students
In 1981-1982, 2,341 first-year students from 25
universities and colleges participated in the
examination. In addition, 1,528 first-year students from
18 universities and colleges during the school year of
1982-83 participated. Six universities and colleges,
with a total of 630 students, failed to participate.
The examination was divided into the five sections
shown below, all of which were designed as multiple
tests
.
A. Vocabulary
. Altogether there were 300 words
which were randomly selected from related textbooks.
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were fifteen
— • Listening. Altogether there
questions, ten questions were in the form of single
sentences and another five in dialogues.
C. Reading Comprehension There were four essays,
two of which were from the area of popular science.
These essays had a total of 2400 words and 28 questions.
Students were expected to finish this section within 40
minutes
.
— Graminar - There were 75 questions involving
grammatical rules commonly used in science and
technology
.
—
cloze Test
. An article of 200 words was given,
with 25 blank spaces.
The length of time to be spent on the examination
was not specified.
Problems in Needs Assessment
Although a needs assessment was conducted before
the revision, its adequacy is questionable.
The number and variety of participants (1,709) does
not seem sufficient. The exact number of scientists and
engineers in China when the needs assessment was to be
conducted is unknown, but there were a total of 14,188
science and technology students graduated in 1981
146
China's Educational Year Book, 1984, p. 971). Even 4,000
questionnaires distributed could have reached only a
tiny percentage of the total number of scientists and
engineers
.
The number of participants 1,709 does not seem
sufficient. The exact number of scientists and engineers
in China when the needs assessment was to be conducted
is unknown, but there was a total of 14,188 science and
technology students graduated in 1981 (China's
Educational Year Book, 1984, p. 971). Even 4,000
questionnaires distributed could have reached only a
tiny percentage of scientists and engineers.
This number might not have been an issue if it had
been carefully selected as a statistical control group,
but there is no explanation as to thy or on what basis
the 4,000 copies were distributed. The participation
rate of 42.5%, and the fact that 89.2% of those
participants were from the same university, indicate
that the surveyed needs might not have been
representative of scientists and engineers nation-wide.
As pointed out in Chapter III, while ESP can be
divided, the division ( EAP and EOP) overlaps. The needs
assessment did not seem to include EAP and it focused
primarily on EOP, because the questions were designed to
find out the information related to the occupation and
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profession of scientists and engineers, since the ECST
was to be designed for in-school students, the
assumption that some students would study English as EAP
seems fair, and the assessment should also reflect their
needs
.
Scientists and engineers were grouped together
without differentiating their specialties. Even though
all subject matters share certain language features,
differences in terms of context, vocabulary, slang,
idioms, communication means and strategies exist. From
the assessment we can see that these differences were
not addressed and it is also assumed for the ECST
revision group to develop goals and objectives relevant
to a specific sub-group of students, this information
would have been crucial
.
The needs assessment, having been based on a limited
number of students from unevenly selected universities
and colleges, might have been more adequate for
curriculum development in the participating provinces,
and not for a nation-wide project.
The assessment did not consider listening, writing,
or speaking skills and therefore students' needs in
these areas remain unknown. Although the written
examination focused on reading, it assessed only
isolated language mechanics, not reading comprehension.
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The examination did not favor EAP or EOP or a
combination of the two. Little interest was shown in
determining the specific needs in areas such as
academic, occupational, economic, political, social,
etc. Instead, the examination concentrated on
collecting background information on language mechanics.
In addition to the problems mentioned above, the
revisors did not explore language requirements among
teachers of technical specialties and English language,
university officials, students' future employers, or
government officials. Thus, we do not know how these
groups influenced the perceived needs of students. Final
questions concerning the needs assessment are (1) How
can we conduct an adequate needs assessment fairly
represent undergraduate technical students on a national
scale? (2) How can we design a nation-wide needs
assessment which will consider the requirements of
teachers, students' future employers, and university and
government authorities? (3) How will such an assessment
provide the basis for development of a single curriculum
which, in turn, will serve the greatest number of
learners with diversified needs?
This project may be impractical since large and
diverse populations
,
including learners, teachers and
officials, etc.
,
are involved. Each group may have some
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common ground, to reconcile their differences would be a
gargantuan task. Even within the same group, needs may
vary to a large degree. Depending on their English
background, specialties, school requirements, and future
job situations, some may need more training in listening
while others may need to strengthen writing skills.
Assuming such an assessment could be carried out,
highly trained specialists would be needed, and few
Chinese English language professionals have had
sufficient theoretical and technical training to
complete it. Also, it might not be practical to invite
native English speakers to do such work, since possible
financial restrictions on the part of the Chinese
government and the lack of programmatic understanding of
nation-wide English language education on the part of
native English speakers could jeopardize the project.
Having analyzed the design and process of the needs
assessment, I conclude that both had serious flaws. A
new assessment must be much more representative, and the
curriculum design should adequately if it only deal with
a small number of clearly defined populations.
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Discussion of the Revised ECST Drafts
During the revision of the ECST, many discussions
were held at national conferences and small academic
meetings. More than 100 universities and colleges and 25
provinces and municipalities were involved in these
discussions (ECST, 1984). These discussions seem to have
been quite casual, and it is not clear how or in what
capacity the participants represented their university,
colleges or regions. In other words, how much did they
know about the learning needs of the students,
universities administrators and faculty in their own
universities, or about those of other universities in
their regions? If they possessed sufficient information,
how did they present it and how did it affect the
revision?
From the description of the above procedures it is
clear that there existed serious problems and, since the
revision was primarily based on these three procedures,
the revised ECST must carry these shortcomings. The next
section describes the ECST published in 1984 and
explores its weaknesses.
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_ .
The English Curriculum fnr
Science and Techno logy - the ECST. pg«^
Learners
The ECST targets students of science and technology
in higher education who have mastered basic
pronunciation, grammatical rules and a vocabulary of
about 1,600 words. Students should have received basic
training in reading, listening, writing and speaking
before they enter higher education.
Problems
.
The student population is not well
described for the following reasons:
1. The number of students involved and their
specialties are not known. Students' background in
science and technology before they enter the technical
universities and colleges are also not known.
2. Students' political, social and economic
backgrounds and variations in these areas which may
affect language learning are not considered. Since
people speak different dialects which are often mutually
unintelligible, the effect of different dialects on
English language study should be explored.
3. It is not clear whether students are to study
English as EAP or as EOP or as EAP and EOP. Little is
indicated in terms of students' expected motivation,
interest and learning styles.
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4. The ECST revisors did not state the criteria on
which the vocabulary requirement of 1,600 words was
based. Guidelines and specifications for the basic
vocabulary are missing.
5. The needs assessment conducted for in-school
students did not include listening, speaking and writing
skill levels, and it is difficult to know the extent to
which students should have been trained in those areas.
Goals
English language education in college is intended
to help students develop relatively advanced skills in
reading, medium level listening and translation, as well
as basic skills in writing and speaking. Ultimately,
students should be able to utilize English as a tool for
obtaining relevant information in their own fields. It
is also designed to provide help students with a solid
foundation for advanced study in the future (ECST,
1984) .
Problems
1. Conventionally speaking, the goals should be
developed from the needs assessment. Since we know that
the needs were not adequately defined, it is assumed
that the designed goals may not be totally valid.
2. There are contradictions among the stated
goals. For instance the expected levels of skills do not
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seem to be compatible with their use. If students are
expected to use English to obtain information in their
own fields then medium level listening and translation
and basic level writing and speaking are probably not
enough. Students will most likely need advanced
knowledge and skills in any given language activities in
order to obtain needed information. Also, how do we
define "medium level"?
3. The designed goals do not make it clear whether
they are geared towards EOP or EAP or both. While
emphasizing its goal to help students develop a solid
foundation for future English language study, the ECST
does not define "future." Not all students will need to
study English after they graduate from medical schools,
so it may not be necessary to lay such a foundation for
all students.
The General Teaching Requirement
The teaching requirements are divided into the
Basic Stage ( basic level and advanced level)
,
and the
Academic Reading Stage (ECST, 1984) (see Appendix A)
.
Each has specific objectives. In discussion of the first
objectives at the Basic Stage
.
(A) will be used to refer
to the basic level and (B) to the advanced level .
Pronunciation
.
(A) Students should be able to read
new words following the international standardized
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phonetic symbols and the basic rules in phonetics and
phonemes. While reading, the pronunciation and
intonation should be basically correct. (B) There is no
requirement regarding pronunciation at this level (ECST,
1984) .
Several problems arise regarding this requirement:
1. As has been stated earlier, regardless of their
level, students should have mastered the basic rules of
pronunciation. From high school English textbooks, it
can be seen that students have been taught
pronunciation, phonetics and phonemics. Why, then, is it
necessary to include pronunciation as an objective?
2. What is meant by "correct" pronunciation and
intonation? As Trudgill pointed out
Differences in pronunciation, as we
have already seen, make for
differences of accent. This means
that, as in the case of dialect,
absolutely everybody speaks with an
accent.
.. (Trudgill
,
1978, p. 20).
Thus, it is difficult to determine the correct
pronunciation of the same word, for instance "car."
English-speakers from North Carolina pronounces "car"
differently than English-speakers from Australia.
3. This objective does not indicate if it is
geared towards EOP, EAP, or EOP overlapping with EAP.
Even if this objective is designed for EOP or EAP, we do
not know why it is necessary for all undergraduate
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students nation-wide. Pronunciation and intonation are
important only to those who will engage in speaking or
listening activities. They may not be useful for
students who will never be in a listening or speaking
situation.
4. Although the ECST is dealing with EST students,
it does not emphasize the special features of
pronunciation and intonation of scientifically and
technologically related vocabulary.
Vocabulary. (A) Students should be able to master
3,800-4,000 new words including idioms. They should use
rules for the formation of words to recognize and
identify new words. Among 3,800-4,000 new words, 2,500
frequently used words should be correctly spelled and
^^^^sl^ted from Chinese to English and vice versa.
(B) Students should master 5,000-5,300 English words
and a certain number of idioms. They should be able to
recognize new words by using the basic rules of word
formation. Among the total of 5,000-5,300 words, 3,000
should be spelled correctly and students should be able
to translate them from English to Chinese and vice
versa. (These 3,000 words include all the words and
idioms students learned in high school [ECST, 1984].)
There are several problems inherent in the
vocabulary requirement.
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1. Vocabulary seems to be necessary for all
students regardless of their language skills, learning
purposes or level. However, this objective specifies
only the number, not the nature, of the mastered words.
2. The number of words which should be mastered is
not clearly explained. For instance the objective states
only that students, regardless of their specialties,
should master 5,000 to 5,300 words. While different
specialties may share some words, it is assumed that
each specialty will have its own vocabulary, possibly
meaningless to members of other specialties.
3. Basic words should be translated correctly from
Chinese to English and vice versa. Is it important to be
able to translate word for word? Is this absolutely
necessary except in editorial work? Considering that
each word often has several interpretations, what is
meant by "correct translation"?
Grammar
.
(A) Based on secondary school
requirements, students should increase their knowledge
of grammatical rules and their application. (B) There
is no requirement regarding grammar at the advanced
level ( ECST
,
1984)
.
Regardless of their purposes, it seems important
that students should master English grammar. However, it
is not clear which grammatical rules are typically
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mastered and what further study should be undertaken at
the tertiary level. Mastery of these rules at the
secondary level may vary a great deal and may affect
students' further study of grammatical rules.
Readinq Abil ity. (A) Students be able to read and
correctly understand medium level articles in general
topics, popular science and academic science. The
required reading speed is 50 words per minute. If the
readings are less difficult and the total number of new
words is not more than 3 per cent, the reading speed
should be 80 words per minute, if comprehension is 70
per cent, then it meets the requirement. (B) Students
should be able to read and correctly understand higher
level articles involving various subjects which include
general topics, popular science and academic science and
technology. The reading speed should reach 70 words per
minute in general. When reading less difficult material
which contains fewer than 3 per cent new words, the
reading speed should reach 120 words per minute. The
qualifying rate of reading comprehension should be 70
per cent.
In this section, the reading requirements and
materials are not well-defined. Materials might be
either published academic papers and books or English
language textbooks, written by specialists among native
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English speakers, Chinese specialists, or Chinese
English language instructors who know little about
technical specialties.
The required reading speed is overemphasized,
designed inappropriately, and out of context. If a
student is given two approximately 50
-word articles, and
one article contains many familiar words, while the
other contains many new words, it seems logical that the
student will need more time to read the second article.
Depending on the value of information, a 50-word article
may have to be read several times in order to be
completely understood, and may , therefore, require more
than more time allowed by the ECST.
Even within the same specialty, a student's
academic background will determine his or her reading
performance. When dealing with a technical paper, a
student with superior academic knowledge may read faster
and comprehend more reading. Individual learning style
is another element. Some students prefer to skim reading
materials while others may choose to read slowly.
It is not clear why a time parameter must be set
around the number of words read and absorbed. What
relationship exists between time limits and the overall
learning purposes of the class?
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Listening Ability (A) Students should be able to
understand lectures presented in English. The listening
speed requirement for the article with familiar topics,
simple sentences and few new words, is 120 words per
minute, with one reading, 70 per cent comprehension
meets the mastery requirement. (B) Listening at a sate
of 140 words per minute to familiar topics which have no
complicated sentences and few new words, students should
be able to achieve the required understanding rate of 70
per cent (ECST, 1984).
This objective does not prepare students for EOP,
EAP, or EOP overlapping with EAP
,
and we do not know if
the materials listened to are scientifically and
technologically oriented.
Considering that academic courses are exclusively
taught in Chinese, and that the occasional lectures by
native English speakers at a small number of technical
schools are heard by faculty and graduate students only,
why should undergraduates develop listening skills? Only
^ome °f the students need to develop listening skills
for future employment and, while specifying that all
students develop listening skills, the objective does
not identify topics, types of listening activities,
settings, contexts, or with whom the listening
activities will occur.
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As in the case of "reading objective," the
listening and the percentage of comprehension are
overemphasized and do not sufficiently explore course
materials
.
Writing Ability. (A) Students should be able to
write a 100-word article on an assigned topic within
half an hour. The article should express basic ideas or
concepts and contain no serious grammatical errors. (B)
Students should be able to write a 120-word article
within half an hour. These articles should include
letters, and abstracts, and be grammatically accurate
( ECST
, 1984) .
This objective appears to follow the traditional
writing curriculum, that is, teachers assign topics and
students have to write using correct grammar within a
certain amount of time. Research has shown that the
writing process is more important and classes should
encourage students 7 desire to write and help them
develop a thinking process as well as ways to express
meaning through written words.
The "100 or 120 words in half an hour" approach
seems rather rigid. Depending on the topics, styles,
purposes, students 7 academic background, and individual
writing styles, more than half an hour or more than 120
words may be needed to do justice to a piece of writing.
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Speakinq Ability. (A) Students should be able to
use English in simple day-to-day conversation and to ask
and answer questions pertaining to teaching materials.
(B) Students should be able to engage in simple
conversations, and after preparation, be able to make a
short speech or ask questions based on teaching
materials
.
Both stages require that students should be able to
answer questions based on teaching materials. If the
purpose of the requirement is that students should
develop speaking skills and obtain needed information in
their fields, perhaps it would be better to answer
questions based on random topics, or outside reading
materials. Thus, we avoid the recitation from memory
that characterizes many student presentations.
The speaking skills outlined in the goal should
require that students be creative, independent and
flexible
.
Translation Ability (Written)
.
(A) Students
should be able to use the dictionary to translate
English articles into Chinese, retaining the basic
context of the articles, at a rate of 300 English words
per hour. (B) Students should be able to use the
dictionary to translate English articles into Chinese,
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retaining the basic content of the articles, at a rate
of 350 English words per hour (ECST, 1984).
It is not clear what will be translated or why. if
students should be able to translate materials from
Chinese into English as well as from English into
Chinese, perhaps they will need to study Chinese as well
as English. Although all undergraduate students speak
and have been taught Chinese, in order to translate
college-level English materials, they may need to study
college-level Chinese as well. However, college-level
Chinese courses are rarely offered.
The reguired number of words translated per hour,
does not consider the purposes, contents, types of
materials, the students' academic background, or their
mastery of written Chinese.
The following are the objectives at the Academic
Reading Stage .
Vocabulary
.
Students should master 1,000-1,200
English words and idioms beyond the vocabulary they
learned in high school and in the basic stage.
Reading Ability. Students should read and
understand related academic articles and books. The
reading speed should be 70 words per minute and the
comprehension level should be 70 per cent.
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Translation Ability.
,
Using a dictionary students
should be able to translate related academic articles
from English to Chinese. Understanding should be correct
and translation at a speed of 3 50 English words per hour
should be smooth (ECST, 1984)
.
Generally speaking, these three objectives have the
same weakness as those of the basic stage, in that they
do not consider learning purposes, student population,
settings, contexts in which the language skills will
take place, and the non-communicative nature of progress
measurement systems.
Specifically, the objectives at this stage do not
clarifY characteristics of "academic reading." The
what kind of academic materials involved, the topics and
contents, the level of difficulty, the relationship of
requirements to student specialties, and purposes of the
requirements should be more thoroughly outlined and
explored
.
In summary, there are serious problems in the
proposed objectives at all stages. These problems seem
to arise from inadequate needs assessment and
inexperienced curriculum developers.
Teaching Schedules
The ECST provides a detailed teaching schedule at
both basic and academic reading stages (ECST, 1984) . The
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basic and advanced IpvpIs at the basic stanp are
sequenced into six semesters with the first semester
being the most fundamental. The basic lev^i covers the
first four semesters of the total school program. The
advanced level covers the next two semesters. The total
English curriculum time requires 60 to 70 hours per
semester. The academic reading st.agp runs from the fifth
through the seventh semesters, overlapping two semesters
with the basic stage
. While the objectives at the basic
gtage are qu ite specific, this stage only specifies that
the total amount of reading should reach 250,000 words.
Reading classes are largely the responsibility of
professors in science and technology, and English
language teachers only provide help when necessary.
Since these schedules are developed with the
objectives already discussed, most of the problems in
each objective have been outlined. Considering that the
ECST deals with a specific learning population, it is a
serious omission that the revisors did not outline
teacher qualifications or state that the teachers should
have had special training in academic fields or
competence in the four language skills specifically
related to EST.
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The Preparation Stagg
The basic and academic reading stages described
above are designed for the majority of students who have
reached the starting point of the ECST. However, for
those whose English background is weaker than this
majority, there is a preparation stage which consists f
two levels. Level One is designed to help students
master the most basic pronunciation and intonations and
a minimum vocabulary of 700 words. Level Two is designed
to help students master the most basic pronunciation and
intonation as well, but the minimum vocabulary
requirement is 1,100 words. In addition, students are
expected to master basic grammatical rules. The level
which students should reach before graduation from non-
key universities and colleges is subject to the policy
bbe individual institution. Obviously, the two levels
at this stage are designed for students whose starting
proficiency in English is much lower than students at
the previously described stages. However, the objectives
have similar weaknesses. The fundamental problems with
these objectives are that they are not designed
according to who needs what, for what purposes and to
what extent, or recognizing what materials and methods
will be involved, and the qualification of the teachers.
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List of Grammatical Rules
Although in its grammatical objectives, the ECST
does not indicate which rules students should have
mastered before entering tertiary level education, a
complete list of rules that students must master while
they are in higher education is provided (see Appendix
B) .
This list is too comprehensive. Students often
learn many of these rules while they are in secondary
schools
.
Considering that the ECST deals with students in
science and technology, it should emphasize the rules
which are more frequently used in students academic
fields. Experienced teachers may not have much
difficulty, but less experienced teachers may need more
specific guidance in of rules should be stressed.
How these rules will be taught and what materials
and teaching methods will be used must be explored.
Although no particular method is emphasized in the list,
it strongly suggests the tendency to use the
traditional-grammar translation and audio-lingual
method. As discussed in Chapter Three, these will not
help students to develop communicative competence.
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Functions and Notions
Besides a list of grammatical rules, the 1984 ECST
provides a list of functions and notions (see Appendix
C) . This seems logical and the revisors claim to include
the communicative aspects of the language.
The functions and notions which should be taught
depend on the purposes and objectives of studying a
language. Since goals and objectives were not adequately
defined, the selection of functions and notions for a
science and technology curriculum is unlikely to be
appropriate. Instead of providing guidelines in terms of
what is important for science and technology majors,
this list is all inclusive and therefore, not effective.
The List of Language Skills
Since students are required to develop four
separate language skills, the ECST provides lists
including every aspect of each skill area (see Appendix
D) . Although complete, the lists do not seem to be
appropriate because of serious problems in defining
students' learning needs, goals and objectives. The
items in each area are contradictory to the prescribed
goals, which do not require highly developed listening,
speaking and writing skills. The list overemphasizes the
mastery of mechanical rules compared to the development
of communicative competence in each language skill area.
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taught is not
Finally, how language skills will be
clear. Context, content, relationship to science and
technology and methods of teaching all require a more
thorough description.
Conclusion of the FirsT
The problems of each section of the ECST can be
summarized as follows:
(1) The revisors did not outline the original
policy for teaching English language to science and
technology students. The rationale for creating such a
policy and how it affected the ECST revision should have
been explored. It appears that they simply assumed that
such a policy should be applied to all undergraduate
students in science and technology.
Although English appears to be the primary foreign
language in China, some questions remain. Do all
tertiary level undergraduate students in science and
technology need to study it?
(2) The revisors claim to have combined the strong
points of the structural and functional/notional
approaches. But, from the listed grammar, functions and
notions we can see that they have primarily used the
traditional grammar-translation and audio-lingual
approaches
.
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the common as well
(3) Although they have combined
as the distinctive features of various registers, the
revisors have not paid sufficient attention to the
specific language needs of science and technology
students.
(4) The importance of developing communicative
competence, fluency and accuracy is stressed, but the
ECST has really focused on language structures and
mechanical accuracy. There are no concrete measurements
to assure the achievement of communicative competence
and language fluency.
(5) The revisors explain that language skills are
prioritized according to (a) Reading, (b) Listening and
translation, and (c) Writing/speaking.
However, these priorities are not based on an adequate
needs assessment and the requirements in functions,
notions and language skills suggest that they have
essentially the same priority.
(6) The listed functions, notions, grammar and
other items in each language skill are overwhelming.
They do not seem specific at to what students in science
and technology need.
(7) Although the ECST lists the total number of
vocabulary words which students should master, it does
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not specify what the words are or whether they are
related to science and technology.
(8) The ECST does not list what kind of teaching
materials will be used and whether they will be written
by subject specialists who are native English speakers
or by subject specialist who are native Chinese
speakers. The content areas of these materials
- general
topics, popular science and technology or academic
science and technology should be outlined.
(9) The ECST revisors suggest that teachers are
free to use any available methods, but no information is
supplied as to what those available methods are.
Considering the lack of research in methodology for
Chinese English language education, many years of
isolation from the outside world, and insufficient
teacher training, few English teachers in technical
universities and colleges are familiar with teaching
methods other than the grammar-translation and the
audio-lingual
.
(10) The ECST revisors have failed to design a set
of professional qualifications for English teachers.
Competence in language knowledge, skills and
communication, special training in the students' subject
matters, and experience in teaching English to students
in science and technology should be among those
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qualifications. If the teachers need special training in
order to meet the job responsibilities, does a specially
designed teacher-training program exist?
(11) In the revised ECST, evaluations of students'
achievement are conducted each semester. At the end of
the fourth and sixth stages, national standardized
evaluations are given (ECST, 1984). While it is stated
that the evaluations will be in the form of
examinations, it is not clear what language skills will
be involved.
While it is valid to evaluate students'
achievement, the ECST revisors do not indicate if the
purpose of students' evaluation will be to evaluate the
validity of the ECST.
English Language Education in Medical Schools
and the Problems in Using the ECST
So far, the problems of ECST have been discussed in
relation to its application to science and technology
students. The problems of ECST as applied to medical
students will now be discussed.
Medical Universities and Colleges
Among the 116 medical universities and colleges,
only 22 teach traditional Chinese medicine. The majority
are engaged in Western medical education (China's
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Educational Year Book, 1984, p. 318). A student's term
is between five to six years, with two semesters in each
year, each approximately five months long.
Medical education is based upon the key school
system which started in 1954. The six key medical
institutions at present are Beijing Capital Medical
University, Beijing Medical University, Beijing Chinese
Traditional Medical College, Shanghai Medical
University, Zhong Shan Medical University, Sichuan
Medical University.
Key medical universities require six years of
schooling while non-key ones require only five years, in
addition, key medical universities and colleges usually
have better qualified teachers, more modern teaching
facilities and academically stronger students.
The number of hours per course also differs between the
two types of institutions. For example, the total number
of class hours at the Shanghai Second Medical University
(non-key status) was 3834 in 1982 (China's Educational
Year Book, 1984, p. 450)
,
while 4784 hours were
required at the Shanghai Medical University (key
status)
. Even so, both schools offered more or less the
same kinds of academic courses (see Appendix E.).
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Background
^001 Appllcant * Their English
As pointed out in Chapter Two, applicants to
medical schools have to pass the national standardized
academic examinations (NSAE) before they are accepted.
There are two sets of NSAE, one designed for applicants
wishing to go into liberal arts and the other for
applicants who wish to major in science, technology,
medicine, agriculture and so on. Medical students are
required to take the second set. Since 1981, this set
has consisted political science, Chinese, foreign
language (mostly in English), math, chemistry, biology,
and physics (China's Educational Year Book, 1984, p.
339) .
English examinations do not adequately reveal
students' listening, writing and speaking skills. The
format of these examinations from 1981 to 1985 generally
consisted of the following:
(a) Spelling words (the student is required to
translate words from Chinese to English)
.
(b) Discriminating the pronunciation of individual
words by underlining the phonetic differences. For
example: be me wet heat freeze)
.
(c) Changing a sentence by applying a grammatical
rule, for instance, from the passive voice into the
active voice.
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(d) Grammatical multiple choice questions
concerning verbs, preposition, nouns etc. For example:
she from the south.
(A) are (B) is (C) am (D) be
(e) A cloze test in which a certain amount of
words were eliminated from a short article. Students
were asked to fill in the blanks with appropriate words.
(f) Completing open-ended sentences with Chinese
words as clues.
(g) Questions and answers testing reading
comprehension of a short article. The questions were in
the form of multiple choice.
(h) . Translation of sentences from Chinese to
English and vice versa.
With this kind of examination, students could not
fully demonstrate their communicative competence,
because the examinations focus on what students know
about language mechanics rather than on their
communicative ability.
Policy-Making
Although English is required in all medical
schools, it is not known why.
Course Schedule
A rationale should be provided for the number of
class hours given to the study of English, a non medical
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course, in 1982 the percentage of required English class
hours went up to 14% at the Shanghai Medical University
(Course Schedule - the Shanghai Medical University,
1982). English is normally taught during the first two
or first two-and-a-half
-years of the five or six years
of schooling. In general, students are required to
attend English classes based on Table 1.
Table 1. Required Hours of English
Five-year program in 1982
Number of hours/week
4 hr.
4 hr.
3 hr.
3 hr.
3 hr.
Semester
1
2
3
4
5
Source: China's Educational Year Book, 1984, p. 323.
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Table 2. Required Hours of English
Six-year program in 1982
Semester Number of Hours/week
1
2
3
4
5
6
12 hr.
10 hr.
4 hr.
4 hr.
2 hr.
2 hr.
Source: Course Schedule
sity, 1982.
- the Shanghai Medical Univer-
No explanation could be found for the reduction of
hours after the third semester at the five-year schools.
However, it appears that such a reduction may have been
implemented on the grounds that
A. First-year students tend to spend more time on
studying English because fewer medical courses are
scheduled.
B. If students spent more time in foreign language
during the first year, they will be able to use it later
when they enter the advanced medical academic study
Table 1 indicates that the number of English class
hours at the five-year schools is fewer than required by
stage
.
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the ECST, while the number of hours at key (six-year)
schools is more. Again the ECST falls short of the
special needs of the medical students.
Needs Assessment
Having reviewed the ECST, it is possible to
determine that no needs assessment of any kind has been
conducted for students, professors, administrators, and
English teachers in medical schools. Since the ECST does
not include the needs of students and staff in medical
institutions, and no other formal evaluation of medical
students' needs has been completed, it must be assumed
that ECST can not represent the needs of medical
students. It may be argued that the ECST is broadly
designed, and therefore can be used for medical stu-
dents, but its very breadth is the essential problem.
Such generality does not consider neither the specific
features of English for science and technology nor the
specific features of medical English.
Goals and Objectives
Since the goals and objectives of the ECST are not
designed with the needs of medical students in mind, it
can be concluded that its use is not appropriate for
medical students.
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Teachers and Teacher—Training
English language teachers in the medical univer-
sities and colleges are usually tertiary level graduates
who have specialized in foreign language. The back-
ground, level and training of these teachers vary, in
general they can be identified as English majors who
graduated before early 1950, Russian majors graduated
during the 1950s, or English majors who graduated during
the 1960s, 1970s, and early 1980s.
Most of these teachers, although they have taught
English for many years, have never had specialized
training in teaching foreign languages (see Appendix E)
.
To date, there have been few programs available to
upgrade their skills and even though they teach medical
students, few of them have had training in medicine.
While some of them have acquired some medical knowledge
due to many years of working in medical schools, their
knowledge is rather limited. When dealing with topics or
materials containing advanced medical knowledge, they
do not explain well or make mistakes.
The ECST
,
does not address teacher qualifications
in technical universities and colleges overall, nor make
provisions for training the English teachers in medical
schools
.
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Teaching Material
Two sets of English textbooks, written by Chinese
English professors, are used in medical schools. They
were not based on the ECST needs assessment's, or goals
and objectives. One set, published in 1979, was written
by two Chinese English professors from the Shanghai
Medical University. The other set, published in 1983,
was written by Chinese professors of English from five
different medical universities.
The authors were senior lecturers and professors who
had no training in material development for specialized
English curricula. Additionally, their knowledge of
medical science was rather limited.
The educational, political, economic and social
backgrounds of the students who use these books are not
known. Although the learners are medical students, their
age, gender, language background, or sub-specialty in
medicine are not known.
Based on the structure of each unit and the way the
exercises were constructed, the authors seem to put too
much emphasis on isolated language mechanics, mechanical
memorization and meaningless pattern drills. Students
are not given the opportunity to be independent and
creative. The communicative aspect of language learning
is largely ignored.
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Since English is not their native language and due
to political considerations, they have had little
exposure to native speakers of English, the competence
of the authors can be legitimately questioned. It is
unlikely that the English texts will contain authentic
expressions, ordinary usage of words and so on. Also,
the medical science in these textbooks is less useful
and challenging to students because lack of medical
knowledge prevented them from producing adequate
materials
.
Teaching Methods
The grammar translation and audio-lingual methods
are widely used in Chinese medical schools. If one
randomly visits an English class, he or she may find
that the class is taught in the following sequence:
a. The teacher reads new words, then students
repeat them.
b. Students are selected to read new words and
pronunciation correction follows.
c. The teacher explains the meaning of new words,
then students are expected to make sentences with the
new words.
d. The teacher explains new grammatical rules,
then students are asked to make sentences with the new
grammatical rules.
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e. A few students will be selected to read the
text, then pronunciation and intonation is corrected if
necessary.
f. Text meanings are given by the teacher or
students, often from English to Chinese.
g. Homework is given. Generally, sentences or
paragraphs are translated from English to Chinese or
vice versa.
The methods used in medical schools obviously need
improvement, however, the ECST does not offer any
guidance. Methods for effective teaching will be
discussed later.
Evaluation
Evaluation takes place in the form of an achieve-
ment test for learners. Every semester, students are
given written examinations which focus on reading
comprehension, vocabulary and isolated grammatical
rules. The examinations are based on materials from the
English textbooks and do not take into consideration the
goals and objectives of the curriculum. Although
listening, writing and speaking are taught, the
evaluation does not assess students' achievements in
these areas. The ECST fails to provide an adequate model
for student evaluation for the English teachers in
medical schools.
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Conclusion
From the description of English language education
in medical schools and the problems of the ECST, it can
be seen that the use the ECST as a curriculum for
medical students is inappropriate. Medical students need
a curriculum designed for their specific needs, goals,
and objectives. The development of learning materials
and selection of teaching methods must be compatible
with the design goals and objectives. Finally, teachers
have to be well trained and their evaluation
appropriately designed.
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CHAPTER V
THE ENGLISH CURRICULUM FOR MEDICAL SCIENTIFIC WRITING
Introduction
Chapters II and IV have reviewed and discussed the
evolution and problems of English language education in
Chinese medical schools. Several important observations
have resulted from the research. First, English has been
taught in these schools for a long time, yet no relevant
curriculum has ever been developed for them. Second, the
English curriculum for science and technology (ECST)
which has been used in medical schools is not
appropriate because it does not take into consideration
the medical students' special needs. Third, the Chinese
government continues to require medical students to
develop English writing skills (China's Educational Year
Book, 1984, p. 321). Fourth, many on-going exchanges
between Chinese medical professionals and those of
English-speaking countries involve academic writing.
Based on these discoveries, an English curriculum for
medical writing will be developed in this chapter. This
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curriculum will be based on the strong points of each
theory reviewed and discussed in Chapter III, especially
those of Munby (1978), Mackay and Bosquet (1981), and
Schutz and Derwing (1981)
.
Developing an English Curriculum
for Medical Scientific Writing
Needs Assessment
Defining needs. As indicated in Chapter III, it is
not possible to conduct an adequate needs assessment for
Chinese medical students because of the structure of the
centralized educational system, insufficient financial
resources, lack of experts in the field, constraints of
time, geographical inaccessibility, and the large number
of participants involved. As a consequence, Schutz and
Derwing' s "track" approach which has been discussed in
Chapter III will be used. Based on this approach, a
needs assessment will not be conducted among learners,
teachers or students' future employers. Instead, there
will be a list of projected needs and learners will be
expected to select a track according to their needs.
Projected needs. Students will typically be in
their early 20's, mostly Chinese (except for a small
number from China's ethnic minorities), and will come
from all over China. The native language of most Chinese
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students will be Pu Tong Hua, a standard national
dialect, and the local dialects from their home towns.
These dialects are often mutually unintelligible,
although they tend to use the same written codes as Pu
Tong Hua. Students speaking different dialects may not
understand each other when they speak, but they should
understand each other when writing. Since these learners
all speak Pu Tong Hua, that language will be used for
communication
. English will become their second language.
To the minority students, English will become a
third language. Naturally, some inter-language problems
will occur during the process of using this curriculum.
Students are expected to speak English at the high
intermediate level. They should have mastered phonetics
and phonemics and understand and pronounce words by
using dictionaries. Having studied grammatical rules and
language mechanics, they should comprehend intermediate
level reading materials. Their previously obtained
vocabulary should allow them to comprehend materials on
popular topics as well as academic papers in medical
science. While they should have a fair comprehension of
medical scientific papers, their writing skill in
medical science may be rather limited because they may
never have been taught how to write medical scientific
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papers. Further, they will not yet have developed
proficiency in understanding and speaking English.
Entering this program and mastery of the curriculum
will be determined by evaluation tests of linguistics,
communicative functions and individual interests.
Participants will be senior medical students majoring in
medicine, public health and pharmacology.
The target language is taught as English for a
Specific Purpose which is occupational and pre-
experience based, and designed for medical science
students. Learners are expected to be medical
professionals and scientists working in hospitals,
universities and colleges and research institutes.
This curriculum should help learners to develop
English writing skills for medical scientific papers in
English and teach them how to publish papers, which will
enable them to communicate with their counterparts in
other countries so that their work, achievements and
problems will become known to international medical
professionals and scientists.
Interaction and Instrumentality. Medical
professionals and scientists will interact with other
students, medical professionals and scientists. They
will produce written works intended to be read by their
professional peers. The level of clarity and
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understanding will rise at each step of the curriculum.
The vocabulary will be medical and scientific, as well
as contemporary medical American idiom.
Course Design Constraints All courses are intended
for tertiary level students at public medical schools.
There will be at least one teacher per group/class of
students, and s/he will have advanced training in the
teaching of English as well as a working knowledge of
medical and technical jargon.
Primary teaching methods should be communicative,
functional, and notional oriented. However, other
methods can be used when relevant. Lectures should be
interesting and brief. Instead of being the center of
the class, instructors should facilitate extensive group
and peer discussions, and students should be encouraged
to write and to read. In order to write well, students
must read well.
Finally, medical specialists (especially native
English speakers, if available) should be consulted. Due
to their knowledge and experience, they can be very
resourceful, informative and constructive in helping the
learners
.
Teaching materials on writing and medical
scientific research will be put to good use so that
students will understand the theories of writing in
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general and of medical scientific writing in particular.
These materials will also serve as writing models for
students. Class writing samples will be used to help
students detect and solve their own writing problems.
Summative evaluation will be provided at the end of
the program, of which two kinds will be designed; one
for students and the other for teachers and the program.
Student evaluations will assess their understanding of
writing theories, principles and procedures and all will
be geared towards assessing how students have put
theories into practice and the progress they have made.
Teacher and program evaluations are designed to
assess teachers 7 attitude, gualifications
,
expertise,
methods, organization and presentation of materials.
They will also attempt to find out the appropriateness
of programs regarding to goals and objectives, syllabus
design, length of the programs, materials, eguipment and
teacher-student ratio.
For the convenience in group discussion and
interaction, class size should be limited to 20
students. Four hours per week of instruction will be
divided into two classroom time period. Normal classroom
equipment (i.e., overhead projectors, textbooks,
duplication services, etc.) should be provided.
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Total teaching time is 80 hours and the length of
the program is twenty weeks (one semester)
. This
timetable is based on the curricula requirements of
medical schools.
Language Functions, Discourse Skills and Study Skills
To write papers, the following language functions,
discourse skills, and study skills are needed and should
be incorporated into each section throughout the
program.
Language Functions
1. Expressing truth values, identifying, reporting
through description, reporting through
narration, expressing agreement/disagreement,
confirmation/denial
,
expressing
possibility/ impossibility, expressing
prediction and predictability, expressing
conjecture, expressing doubt, questioning and
inquiring, are all necessary functions for
fluency in a language.
2. Expressing mood, emotion and attitude, expressing
approval, like and satisfaction, expressing
preference, expressing disapproval, dislike
and dissatisfaction, expressing interest/lack
of interest, insistence, expressing intention,
expressing want, wish and desire, expressing
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prohibition, expressing instructing and
directing, advising and warning, should be
encouraged and mastered.
3. Formulaic communication, such as introductions,
beginnings and ends, main body, expressing
appreciation will be introduced or reiterated.
Discourse Skills
Discourse skills required for proficiency will
include
:
1. Cohesion and reference, understanding and expressing
relations between parts of a text through the
lexical cohesion devices of repetition,
synonymy, hyponymy, antithesis, apposition.
2 . Understanding and expressing relations between parts
of a text through the grammatical cohesion
devices of reference, comparison, substitution
and ellipsis, recognizing and using discourse
markers to signal relationships of
enumeration, addition, examples of markers,
logical sequence, apposition and contrast,
operations on a text, extracting salient
points to summarize.
3. Expanding salient/relevant points into summary of
the whole text, a specific idea/topic in the
text.
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4. Reducing the text through rejecting redundant or
irrelevant information and items.
5. Rhetorical organization of discourse.
6. Planning and organizing information in expository
language (especially presentation of reports,
expounding an argument, evaluation of
,
using rhetorical functions such as
generalization, definition, classification,
description of substances and their
properties, description of processes and their
stages, formulation of hypotheses.
7. Distinguishing the main idea from supporting details
by differentiating primary from secondary
significance, the whole from its parts, a
process from its stages, category from
exponent, statement from example, fact from
opinion and a proposition from its argument.
Study Skills
Basic reference skills such as:
1. Understanding and use of graphic presentation,
headings, sub-headings, numbering,
indentation, bold print, documentation,
library skills, bibliography will be reguired.
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2. Skimming to obtain general ideas of the material,
and scanning to locate specifically required
information.
Syllabus Specification
The curriculum will comprise 20 weeks of
instruction, each week with its own topics, objectives,
activities, readings and assignments. For example, Week
1 topics will be, "Introduction to the Program and
Overview of medical English." The objectives will be to
state clearly the goals of the curriculum and to
initially expose students to medical English. Activities
will include lectures and class discussion,
brainstorming on the features of medical English, and
handouts on the features of medical English. There will
be several assigned readings required preparation for
Week 2. For a full syllabus description of the proposed
curriculum, see Appendix G.
Conclusion
The purpose of the syllabus structure is to slowly
introduce students to the principles and procedures of
writing medical English research articles or papers.
Each phase of an article is thoroughly explored,
understood, and adequately applied by the students for
the maximum benefit in achievement and education. It is
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hoped that the studying habits learned as well as the
material will remain with students for the duration of
their professional life.
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CHAPTER VI
CONCLUSION AND RECOMMENDATIONS
Conclusions
The purpose of this dissertation was to develop an
English writing curriculum for medical students in
China. In order to do so, the evolution of English
language courses in Chinese medical universities and
colleges has been reviewed. Despite the many changes in
political, social, and economic life in China, English
has been continually taught to Chinese medical students
for a long time and is now the primary foreign language
taught in medical schools. Even so, no relevant
curriculum has been developed. Classes have been taught
without well-defined goals, objectives and skills, and
without a clear definition of contexts, materials,
methods, or training teachers. Thus, even though
students study English for many years, most of them
still cannot use it fluently.
The English curriculum for students in science and
technology (ECST) has been available and in use at
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medical universities and colleges since 1981. A critique
of the ECST revealed that it was not based on an
adequate needs assessment; its goals and objectives were
not clearly defined, and no priority was set regarding
functions and notions. Although language skills were
prioritized, the rationale for the work order of skills
was not stated. The ECST is supposedly designed for
students in the general field of science and technology
it has not considered any of the special features of
the English language associated with particular fields
in science and technology.
The research shows that medical students are
continuously required to study English and to develop
scientific writing skills. In order to develop the
needed English writing skill, they must have a relevant
curriculum. To develop that curriculum, I have reviewed
various curricular theories as well as of English for
specific purposes. Regardless of the difference in focus
and strategies, these reviews strongly suggest that the
development of an English curriculum involves making
policies, conducting needs assessment, defining goals
and objectives, specifying syllabi, producing materials,
selecting methods, training teachers and evaluating both
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students and programs. While each of these elements has
a separate role, they work coherently as a single
entity.
The development of the English writing curriculum
for medical students (ECM) has followed the above steps
except for policy-making. This is because a policy of
teaching writing skills to medical students has already
been established by the central government. Once a
policy is formulated, curriculum developers can do
little to significantly change the policy even though
there may be some serious problems.
Based on the review of various theories, an English
curriculum has been developed. The exploration of
English language education in medical universities and
colleges, the analysis of the ECST and the problems in
its application to medical students as well as the
research into the needs for studying English among
medical students were all considered in this development
proj ect
.
Unlike the 1984 ECST, this new curriculum seeks to
accommodate the special needs of medical students. A set
of projected needs based on the research and in
particular the work of Schutz and Derwing's approach
(1981), is offered. An actual needs assessment will be
conducted upon the author's return to China. The
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projected needs assessment considers the students'
background, present level in English, criteria for
entering and completing the program, and a general
description of the circumstance under which they will be
trained in the use and comprehension of the English
language
.
In considering the constraints of course design,
the ECM specifies the level of school and sector, number
of teaching staff, teachers' gualifications and
experience, teaching methods and materials, evaluation,
equipment, class size and time table.
Finally, a detailed syllabus has been created based
on the needs assessment and course constraints. There
are twenty sections in the syllabus plan of which each
contains a specific topic, clearly defined objectives,
organized activities, required readings and assignments.
Each section is geared towards helping students develop
scientific writing skills in medicine.
Recommendations
Although this ECM has been developed on a
theoretical and practical basis, it has to be field
tested for relevancy, sufficiency and effectiveness.
This will occur in a Chinese medical university when the
authors return to China. During field testing, special
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attention will be given to the relevance of projected
learning needs, the necessary level of teacher training,
teacher-to-student ratio, the adequacy of required
language functions and notions, discourse and study
skills, the effectiveness of teaching materials and
methods, and the provision of suitable evaluation.
Attention also will be given to assessing the
division of course sections, selection of topics,
effectiveness of readings, activities and assignments,
and the logical organization and presentation of each
section
.
The development of the ECM for scientific writing
is by no means the end of my research. I intend to
continue researching English language education for
Chinese medical students. However, there are a few
recommendations for me as well as for anyone else
interested in research in these areas.
First, much research is needed to assess the
process of policy-making in language education at
medical institutions in China. At present, policy-
making is primarily conducted by the central government
and not enough university students, administrators and
professors have been involved. Without the participation
of university administrators, professors and students,
who should be able to provide valuable advice in policy
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-making because of their experience, the formulated
policy is not likely to be relevant to all universities
and schools.
Research in policy-making should also recognize the
possibility of decentralizing the process. At present,
the official policy covers all medical students in China
regardless of their needs. Each school and sub-specialty
should be able to make policy according to its needs.
Secondly, although it is difficult to conduct an
adequate needs assessment involving a large population,
it is important and possible to research the effective
ways to conduct such an assessment. By doing so, the
syllabus can be better organized and made more
realistic
.
Third, the curriculum developed in this
dissertation focuses on writing and reading skills only
and excludes listening and speaking. Research into
developing a writing curriculum which integrates the
skills of listening, speaking, reading and writing would
be interesting, relevant and necessary.
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APPENDIX A.
Teaching schedule of the ECST
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TEACHING SCHEDULE OF THE ECST
Reaching Schedule - the Basic staap
—
—Qb~i ectives in Semester One:
VOCABULARY
,! Master 480-530 English words and idioms
(14% of which can be obtained through extensive reading
or readings in other academic courses)
. Among these
words, 350 commonly occurring words should be correctly
spelled and used. They should be translated from English
to Chinese and vice versa.
READING: Intensive readings of 5,000-6,000 words
and intensive readings of 20,000-24,000 words. Use the
learned vocabulary and grammar to understand articles
that are equivalent to the level of English textbooks
being used. Reading speed is 30 words per minute.
Reading speed with less difficult articles and less than
3-s new words should be 4 0 words per minute. The correct
understanding should be 70%.
LISTENING
:
Understand English lectures. 70% of
correct comprehension is required if listening to the
same lectures two or three times with simple grammatical
structures, few new words, and the reading speed (of
teachers 7 ) is 100 words per minute.
WRITING: Make sentences using learned words and
grammatical structures.
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SPEAKING! Master classroom expressions. Question
and answers according to texts.
——
Qb~]ectives in Semester Twn •
VOCAKJLAEYi Master 540-590 English words and the
phrases made from these words (16% of which can be
obtained from extensive readings and readings from other
academic subjects)
. Master the spelling, usage and
translation of 350 words.
READING: Intensive reading of 6,000 - 7,000 words
(total of 11,000-13,000 from the Semester One). Using
the learned words, and grammatical structures, correctly
understand articles with the equivalent level from
English textbooks. Reading speed should be 35 words per
minute. With the less difficult readings, which have
less than 3% new words, reading speed should be 60 words
per minute and the comprehension should reach 70%.
LISTENING: Correctly understand English lectures on
familiar topics, simple sentences, few new words. After
listening twice at the speed of 100 words per minute,
the comprehension should reach 70%.
WRITING: Make sentences with learned vocabulary,
grammatical structures and functional and notional
rules.
SPEAKING
:
Master the daily expressions. Question
and answers according to texts in English.
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can
—
—Objectives in Semester Three:
VOCABULARY
:
Master 580-630 English words and
phrases made out of these words (18% of such words
be obtained through extensive reading and other academic
subiects)
. Among these words, students should master the
spelling, usage and translation of the 300 commonly
occurring words.
READING:
.
Intensive readings of 7,000-8,000 words
(total should be 18,000-21,000 from the first two
semesters). Extensive reading of 30,000-35,000 words
(total should be 75,000-89,000). Correctly understand
articles equivalent to the level of English texts.
Master the basic reading skills. Reading speed should be
40 words per minute. With less difficult readings which
have less than 3% of new words, reading speed is 60
words per minute and the correct understanding should be
70%.
LISTENING: While listening to materials on familiar
topics, simple sentences, few new words at the speed of
120 words per minute, the correct understanding should
be 70% after listening twice.
WRITING: Use learned words, grammatical structure
and notional and functional rules to combine sentences
into paragraphs.
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SPEAKING! Engage in daily conversation using the
learned notions and functions. Question and answer
according to teaching materials in English.
—
—Requirements in Semester Four:
VOCABULARY:
.
Master 600-650 words and the phrases
based on these words (20% of these words can be obtained
through extensive reading or readings from other
academic courses)
. Master 300 of these words with
correct spelling, usage and translation.
READING: Intensive readings of 8,000-9,000 words
(total should be 26,000-30,000 words accumulated from
the first three semesters. Extensive reading with
36,000-40,000 words (total 111,000-129,000 words
accumulated from the first three semesters)
. Correctly
understand the materials equivalent to the level of the
texts. Master basic reading skills with a reading speed
of 50 words per minute. With the less difficult
articles, which have less than 3% of new words, the
reading speed should be 80 words per minute and the
comprehension should to 70%.
LISTENING: Listening to the materials on familiar
topics, simple sentences and few new words at the speed
of 120 words, the comprehension should be 70% after
listening once.
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-
ITING:
-
Use the learned vocabulary, grammar, and
functions and notions to write 100 words articles on
assigned topics in half an hour. The expressed ideas
should be basically clear with no major grammatical
mistakes
.
S£SAKING: En^s in daily conversation with learned
functions and notions. Question and answer according to
teaching materials.
TRANSLATION
:
Translate materials equivalent to the
level of text with the help of dictionary. The
translation should be correct, smooth and at the speed
of 300 words per hour.
5_;—Recruirement in Semester Five:
VOCABULARY
:
Master 600-650 words and the phrases
made up with these words (20% could be obtained from
extensive reading and the readings from other academic
courses)
. 250 of these words should be spelled, used and
translated correctly.
READING: Intensive readings of 8,500-9,500 words
(total 34,500-39,500 words accumulated from the previous
four semesters). Extensive readings of 41,000-46,000
words (total 152,000-175,000 words accumulated from
previous four semesters)
.
Correctly understand the materials with more
difficult language points and broad topics. Master the
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more advanced reading skills. Reading speed should be 60
words per minute, with the less difficult readings,
which have less than 3% new words, reading speed should
be 100 words and comprehension should be 70 %.
LISTENING:
.
With familiar topics, simple structures,
and few new words, and reading speed of 140 words per
minute, the comprehension should be 70 % after listening
twice.
WRITING: Write 120-word articles (introduction,
letters) using the learned words, grammar, notions and
functions and writing skills in half an hour. Grammar
should be correct and ideas should be clear.
SPEAKING
:
Engage in short conversation. With
preparation, make speech according to texts or a certain
issue. Ideas should be expressed clearly.
TRANSLATION: Translate English materials into
Chinese with the help of dictionary. These materials are
equivalent to the level of texts. Understanding and
translation should be correct and the translation speed
should be 300 words per hour.
6. Requirements in Semester Six:
VOCABULARY
:
Master 600—650 words and the phrases
made of these words (20% can be obtained through
extensive reading and readings from other academic
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courses). Among these words, 250 should be mastered with
spelling, usage and translation.
READING:
. Intensive readings of 9,000-10,000 words
(total 43,500-49,500 words accumulated from the previous
five semesters). Extensive readings of 45,000-50,000
words (total 197,000-225,000 words accumulated from the
previous five semesters)
. Correctly understand articles
with difficult language points and broad topics. Master
more advanced reading skills and reading speed should be
70 words per minute, with less difficult readings, which
have less than 3% new words, the reading speed should be
120 words per minute and comprehension should be 70%.
LISTENING: Listening to materials with familiar
topics, simple sentences, and few new words at the speed
of 140 words per minute, the comprehension should be 70%
after listening once.
WRITING: Write 120-word articles (abstracts,
letters) with learned words, grammar and functions and
notions in half an hour. Grammar and ideas should be
clear.
SPEAKING: Engage in short conversation. Make
prepared speeches according to texts or a certain issue.
Ideas should be clearly presented.
TRANSLATION
:
With the help of dictionary, translate
the articles at the equivalent level of the texts. The
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speed
translation should be correct and the translation
should be 350 words per hour.
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APPENDIX B.
Grammatical rules required by the ECST
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List of grammatical rnioc
1 .
2 .
3 .
4 .
5 .
6 .
7 .
8 .
9 .
10 .
Nouns
.
Pronouns
.
Pro-forms for noun phrases such as thirdperson pronouns, indefinite pronouns.
Pro-forms for adverbials such as then, thus.
Pro-forms for predicate such as do
,
do so, so
"111 •
Sentence/ Clause reference such as this, thefollowing.
Numerals such as:
and ordinal numbers, fraction
decimal, percentage, multiple, n times'*
N/Pron, n times + Adj/Adv, n times +
Comparative + (than), V.+ (by) + n times.
Determines such as:
Definite and indefinite articles, any, all,
both, each, every, either, neither, no, this,
many, a piece of.
Adjectives such as:
Syntactic function such as attributive and
predicative, adjective functioning as N - the
young, the latest, adjective (phrase)
functioning as adverb clause equivalent.
Adjective: Complementation such as:
a) Adj + Prep - concerned about, available for
b) Adj + to V - hard, easy
c) Too + Adj + to V
d) Adj + enough + to V
e) So + Adj + as + to V
f) Be + Adj + that-clause such afraid, sure.
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Adverb such as:
?X
nta
£
tlC functi°n: as modifier of Adi
h , ah
V
'
PreP?Phrase, N-phrase, Adverb-clauseb) Adverbs with or without
-ly such as highhighly; most, mostly. 9 '
c) Position of adverbs.
Adj/Adv
ParatiVe and suPerlative degrees of
Preposition.
Verb classes such as:
a)
b)
c)
d)
e)
Finite verb phrases (Tenses) such as:
a) simple present, past, future and with
models
b) Present and past progressive
c) Future progressive and with models
d) Present and past perfect
e) Future perfect and with models
f) Present perfect progressive
g) Past perfect progressive
Passive voice such as:
Transitive and intransitive verbs
Auxiliaries and modal auxiliaries
Semiauxiliaries such as appear to, be able
LU •
Dynamic and static verbs.
v
h
f
a
?^
S;
/Z
erbS SUCh V + Prep ( depend on),V+ Adv (turn out), V + Adv +Prep (catch up
Y
1 *:*1 )
' 7 + N + Prep ( PaY attention to ) , v+ N (take place)
,
V + Adj (make sure)
a) Tenses of passive voice ( simple
present/past/ future, present/past
progressive, present/past perfect)
b) Tenses of passive voice
(progressive/perfect with models)
c) Passive voice of phrasal verbs
Subjunctive mood: In conditional sentences
such as:
a) If + V-ed, ... would + V
b) If + had + V-ed, . . . would + have + V-ed
c) If + should/were to + V, ... would + V
d) Omission of "if"
18. Subjunctive
conditional
mood: in clauses other than
such as:
a)
b)
c)
d)
e)
In "that-" clause after wish
In "that-" clause after such as demand
It + be + suggested/desirable/
suggestion, recommendation
In "whether-" clause
In "as if/as though-" clause
It is time "that" clause
19. Verb complementation such as
a) Vi + n as an adverbial of distance,
duration, weight, cost
b) Be/become + N/Adj
c) Other^link verbs + N/Adj such get, look
e) Vt + to V such as begin, decide
f) Vt + V-ing such avoid, begin
g) Vt + N + N such as give, tell
h) Vt + N + Prep + N such as substitute
. .
.
for, prevent
. . . for
i) Vt + N + N such as call, name
j) Vt + N + Adj/Prep-phrase such as leave
make '
k) Vt + N + to V such as allow, tell
l) Vt + N + V such as feel, let
m) Vt + N + V-ing such as imagine, keep
n) Vt + N + V-ed such as find, have
o) Vt + N + to be + N/Adj such as believe,
consider
p) Vt + N + as + N/Adj/V-ing/V-ed (classify,
think of)
20. To V. such as:
a) To V. as subject, object and complement to
V indicating purpose/result
b) In order to V. so as to V
c) To V. as postmodifier in a noun phrase
d) To V modifying adjective
e) It + (be) + Adj/N + to V
f) V + it + c + to V
g) wh-words + to V
h) Passive infinitive
i) Progressive infinitive
j) To V phrase as sentence adverbial (to V)
(be brief, to begin with)
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21 . V-ing such as:
a)
b)
c)
d)
e)
f)
g)
h)
i)
j)
k)
l )
m)
n)
complemenf
j6Ct
' SUbjeCt and SUbject
Prep + v-ing
It + (be)
. . . v-ing
Possessive/N + V-ing as subject and objectPrep + possessive/N + V-ing J
v
6
ed
g
a t
V‘ed
'
havil
?g + v~ed, having been +- s a noun equivalent (being + v-edhaying + V-ed, having been + V-ed)V ing as premodifier in a noun phrasemg phrase as postmodifier in a nounphrase
V-ing as complement
V
T
il
?g
.
as an adverb clause equivalent(initial, final and medial)
When/While + V-ing (phrase) as adverb
clause equivalent (When/While + V-ing)(with) N +V-ing as adverb clause equivalentDangling V-ing (phrase) as adverb clause
equivalent
Being +V-ed, having + v-ed, having been +
v-ed as an adverb or adjective clause
equivalent
22. V-ed such as:
a) V-ed as premodifier in a noun phrase
b) V-ed (phrase) as postmodifier in a nounphrase
c) V-ed (phrase) as adverb clause equivalent
d) When/While, etc. + v-ed (phrase) as adverb
clause
e) (with) N + V-ed (phrase) as adverb clause
equivalent
23. Sentence elements and sentence types
24. There be such as:
a) There is/are/was/were + N + Adv
b) There will (modal) be/exist(s) seem(s)/ to
be/appear (s) to be + N + Adv
c) There is/are + N + Adj/V-ing/V-ed/to
v/relative clause
25. Concord.
26. Coordination.
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Omission through coordination such as
a) Anaphoric omission
b) Cataphoric omission
Noun clause such as:
a) that and omission of that, which
who (ever), whom, whose
b) when, where, why, how, how
much/many/long/often
c) whether, if
d) what, whatever
e) what
(ever)
,
Clause with introductory 'it' such as
:
a) It + be + Adj + 'that-' clause
b
? ^
+ vi/be + V-ed/Adj + 'that-' clause
c) It + Vi + 'that-' clause
*3) It ... whether/if— clause
e) It ... wh- clause
f) It is/was ... that/which/who (for emphas:
Relative clause such as:
a) Restrictive and non—restrictive
b) that, which, who, whom, when, where, why
c) Omission of that/which
d) Whose
e) (N/Pron +) Prep + which/whom/whose
f) the same/such ...as
g) that (relative adverb) and its omission
h) which/as (with sentential antecedent)
Apposition such as:
a) Noun (phrase) in apposition
b) Appositive clause
c) Noun phrase appositive to clause
d) Explicit indicators of apposition such as
that is (to say)
,
for example
Multiple modification such as:
a) Multiple premodification
b) Multiple postmodification
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Discontinuous modification such as:
^
antecedent
° f relatiVe ClaUSe from
b)
?tfhead°no™ ^^/Prep-phrase from
C>
antecedent
° f apP°sitive its
d) SeParati°n of prep-phrase from adjective
Clauses of time and space such as:
b> where , Wherever
' bef°re
'
C) until
,
till
d) whenever, each/every time
G)
?^K
e|s the moment ' as so°n as, immediately(that), no sooner
...than
such
S
as-°
f COndition
' concession and contrast
a) if, unless
b) provided/providing (that)
,
as/so long asin case, on condition that, supposing
c) though, although, whether
d) even though, even if
e) no matter how/what/which
f) wh—words +
—ever
g) Adj/Adv + ad/though
h) whereas, while
36. Clauses of cause, result and purpose such as:
a) because, as, since, (so) ... that, so
(that)
,
in order that
b) now (that)
,
seeing that, considering that,
in view of the fact that, on account of thefact that, owing to the fact that, in that
c) for fear that, lest
d) with the result that
37. Clauses of comparison such as:
a) as, as ... as, not so (as) ... as
b) as, just as
c) as if, as though
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38 .
39 .
40 .
41 .
42 .
Clauses of proportion and other types such as:
a) as
... (so)
b) the
..., the...
c) except that
d) "as-" clause following a noun adfunctioning as a relative clause
Omission in sub-clauses such as:
a) when/while/once/where/ if/unless/
M i*llth0nCih/aS + Adj/v"ing/Prep-phraseb) whether
— or not
c) whatever + N
d) Omission in comparative clauses introducedby 'as, than'
e) Omission in other clauses, such as 'the
• •
•
/
the
.
.
.
'
sentence adverbial (conveying speaker's
attitude or comment) such as:
a) Adverb: actually, briefly
b) V-ing and to V.: generally speaking, to be
exact
c) Prepositional phrase: as a rule, in briefd) Clause: as you see, what's more
Subject-verb inversion such as:
a) Questions
b) sentences/clauses beginning with "neither
nor, and so" '
c) Sentences beginning with negative and
adverbial expressions
d) Sentences beginning with 'only' + Adverbial
e) Clauses beginning with 'not only ...(but
also)
f) Sentences beginning with adverbials of
position and direction such as 'here,
there, down and away'
g) Sentences beginning with a fronted
predicative
Logical connecters such as:
a) Enumeration and summation: one, two,
finally
b) Addition and transition: again, moreover
c) Reformulation and exemplification: namely,
in other words
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d) Result and inference: accordingly
otherwise ^ 1 '
e) Contrast and concession: however, instead
Word formation such as:
a)
b)
c)
Affixation: predication and suffixationConversion: V - N, Adj - V
Compounding: compound nouns, compound
adjectives and compound verbs
Abbreviation such as:
a) Acronyms
b) Clippings
c) Blends
Punctuation
APPENDIX C.
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Functions and notions
1. Greeting
2
. Introduction
3
. Gratitude
4
. Leave-taking
5. Congratulations
6. Apology and regret such as:
to be sorry a) about + NP
b) for + V-ing
c) to V
d) to have + V-ed
e) that- clause
7. Worry such as:
a) be worried about + NP
b) Is anything wrong/the matter?
8. Volition such as:
a) will + v
b) be willing/prepared + to V
c) Do you mind + V-ing?
d) want/hope/wish + to V
e) Would like + to V
f) wish + (that-) clause
9. Intention such as:
a) be going + to V
b) mean + to V
10.
Determination, decision and insistence such
as
:
a) decide + to V.
b) decide + 'that'/'wh-' clauses and 'wh
-'words + to V
c) insist + on + NP/V-ing or 'that-'clause
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11 . Obligation such as:
a) must/ have to/ have got to/ should/ought to
b) be required + to V
c) It is necessary + to V / 'that-' clause
12. Offer and suggestion such as:
a) Can/Could/Shall I + v?
b) Let me + v
c) Do you want me + to V?
d) You should/ought to +V
e) suggest + that- clause
f) Why not + V?
g) How/What about + NP?
13. Request, command and instruction such as:
a) Won't you + V?
b) Will/Would/Can/Could you please + v?
c) Would you mind + V-ing?
d) I wonder + 'if-' clause
14. Prohibition and warning such as:
a) No + V-ing
b) Mind + NP.
c) If you + V, you'll + V
15. Negation such as:
a) no + NP + V
b) neither of + NP
c) neither
. . . nor
. .
.
d) hardly, few, little
e) both ... not.../ all ... not...
16. Seeking permission such as:
a) Can/Could/May I + V?
b) Is it all right + "if-" clause?
c) I wonder + 'if-' clause.
17. Acceptance and refusal such as:
a) It is very kind of you + to V
b) That's very kind of you, but ...
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18 .
19 .
20 .
21 .
22 .
23 .
24 .
Agreement and disagreement such as
:
a)
b)
c)
d)
Agree + to V or "that-" clauseIt is a good idea + to V. or "that-" clauseI think it is right + to V
It is interesting, but...
Like and dislike such as:
a) like/love + NP or to V or V-inqb prefer + NP (+ to + NP) or to V.
c hate/do not like + NP or to V or V-ingd) It does not matter ( + if/whether- clauses)
Certainty and uncertainty such as:
a)
b)
c)
d)
e)
f)
g)
be certain/ sure + that- clausebelieve + that- clause
be convinced + of + NP or that- clauseIt is clear + that— clause
be not certain/sure + of + NP or that
clause
suppose/guess + that- clause
doubt + if- clause
Seeming and appearing such as:
a) It seems/ appearing (to one) + that- clauseb) if looks/seems + as if-clause
Possibility such as:
a) can/could/may/might/should/ought to + v
b) It is possible + (for + NP) + to V. or that
clause
c) be likely + to V
Ability such as:
a) can + V
b) be able + to V
c) have the ability/capability + to V
d) be capable of + V-ing
Time such as:
a) point of time
b) duration
c) time relation
d) frequency
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e) sequence
Futurity such as:
a) simple present tense form
b) present continuous tense form
c) be going to + v
Location such as:
a) Position
b) Distance
c) Direction
Movement such as:
a) linear movement
b) circular movement
Measurement such as:
a) The length/area/volume/diameter + of + NP +is measured in + NP (unit)
b) The length/width/diameter + of + NP + is +NP (number and unit)
c) Measurements/readings of the speed/
temperature/ humidity
d) Approximation: range/vary from + NP (number
and unit + to + NP (number and unit)
e) Average: on an/the average or have an
average of + NP (number and unit)
f) the average/mean length or depth (of + NP)
g) Ratio and proportion: be in ratio of X to Y
or The ratio of A to B is X:Y.
h) Maximum and minimum: have the
maximum/minimum speed of + NP
Structure such as:
a) Parts and whole: NP (whole) + contains
. .
.
(number) + of + NP (parts/elements)
b) Connection between parts: supported by + NP
c) Classification: There are . .
.
(number) +
types/kinds of + NP
Addition, exception and restriction such as:
a) in addition (to +NP)
b) with the exception of + NP
c) excluding + NP
Comparison such as:
a)
b)
c)
d)
Equal comparison: as + Adj/Adv + as ...
than
aratlVS and superlative: more/less ( .
.
Similarity and difference: be the same(as...) or differ from + NP
Sufficiency and excess: Adj/Adv + enough
Shape and color such as:
a) be shaped like + NP
b) have the shape of + NP
Function such as:
a) be used + for + V-ing or as + NP
b) serve + to V. or as + NP
Addition, subtraction, multiplication anddivision such as:
a) X (divided by/into) Y (is equal to) Z
b) if you take X away from Y, you get Z
c) When X is added to Y, the result is Z
Multiple and percentage such as:
a) "n" times as + Adj/Adv + as ...
b) make/constitute + NP (percentage/greater)
Increase and decrease such as:
a) increase/decrease + by + NP (percentage)
b) increase/decrease to + NP (percentage)
Ways and means such as:
a) with + NP, by means of + NP
b) by + NP
c) in a + Adj + way/manner
d) in (such) a way + that- clause
Cause and result such as:
a) because of + NP, from + NP
b) due to/owing to + NP
c) on account of + NP
d) The reason is + that- clause
Aim and purpose such as:
a) (in order) to V, so as + to V.
c ?
urP°se ' 'or the purpose of + NP) with a view + to V.
Concession such as:
a) despite + NP, in spite of + NPb even though- / even if- clauses
c) no matter wh- clause
d) whatever/ however/ while/ whether
e ) Adj/ Adv . + as/though + NP + V.
.
.
Condition and supposition such as:
clauses
a) Real condition: "if-" clause, "unless-"
clause, in case + "that-" clause
condition and hypothesis: supposing
+ that-clause
Definition such as:
a) NP (term) + be + NP (class word)
t
P + be/be defined as + NP (used) +
Exemplification such as:
a) take + NP + as an example
b) be an example of + NP
Conclusion such as:
a) in conclusion
b) draw a conclusion from + NP
c) From + NP + NP (person) + (can) conclude +
that-clause
APPENDIX D.
Language skills required by the ECST
226
language skills required by the ecst
The Lists of Language Skills
111 - READING SKTT,T..q
(A) Deducing the meaning of unfamiliar key lexical
items through: stems/ roots, affixation, conversion,
compounding and contextual clues.
(B) Understanding relations within the sentence,
especially: elements of sentence, modification
structure, premodification, postmodification, negation,
modal auxiliaries, intra-sentential connectors, compels
embedding, inversion and postponement.
(C) Understanding relations between parts of a
text through lexical cohesion devices of: repetition,
synonymy, anonym, hyponomy, apposition, lexical
set/collocation, pro-forms.
(D) Understanding relations between parts of a
text through grammatical cohesion devices of: reference
(anaphoric and cataphoric)
,
comparison, substitution,
ellips i s / time and place relaters, logical connectors.
(E) Understanding conceptual meaning, especially:
number and quantity, structure, properties, certainty
and uncertainty, comparison, time, location, means,
cause, result, purpose, condition.
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(F) Understanding the communication value
(function) of sentences with or without explicit
indicators
.
(G) Understanding explicitly stated information.
(H) Understanding information, not explicitly
stated, through making inference.
(I) Recognizing indicators in discourse for
introducing an idea, developing an idea, transition to
another idea, concluding an idea, emphasizing a point,
explanation or clarification of a point already made,
anticipating an objection or contrary view.
(J) Identifying the main point or important
information in a piece of discourse, through topic
sentence in paragraphs of deductive organization,
inductive organization.
(K) Distinguishing the main idea from supporting
details, by differentiating primary from secondary
significance, the whole from its parts, a process from
its stages, statement from example, fact from opinion,
proposition from its argument.
(L) Selective extraction of relevant points from a
text, involving the coordination of related
information, the ordered rearrangement of contrasting
items, the tabulation of information for comparison and
contrast
.
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(M) Extracting salient points to summarize the
whole text, a specific idea/topic in the text, or the
underlying idea or point of the text.
(N) Basic reference skills: understanding graphic
representation, viz. headings, subheadings, numbering,
indentation, bold print, footnotes, table of contents
und index, cross-referencing.
(O) Skimming to obtain the gist of the text, a
general impression of the text, the writer's point of
view.
(P) Scanning to locate specifically required
information on a single point involving a simple
search, or a single point involving a complex search.
2. LISTENING SKTT,T,.q
(A) Discriminating sounds in connected speech:
strong and weak forms, modification of sounds,
especially at word boundaries through assimilation,
elision and liaison.
(B) Understanding stresses: word stresses,
sentence stresses.
(C) Understanding intonation patterns: falling
tone with declarative/moodless sentences, falling tone
with interrogative sentences beginning with a question
word, falling tone with imperative sentences, rising
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tone with 'yes/no' interrogative sentences, rising tone
with non-final sentences.
(D) Understanding relation within the sentence,
especially: elements of sentence, modification
structure (premodification and postmodification)
,
negation, modal auxiliaries, intra-sentential
connectors, inversion, postponement.
(E) Understanding relations between part of a text
through lexical cohesion devices of: repetition,
apposition, pro-forms/general words.
(F) Understanding relations between parts of a
text through grammatical cohesion devices: reference,
comparison, substitution, time and place relaters,
logical connectors.
(G) Understanding conceptual meaning, especially:
number and quantity, structure, properties, certainty
and uncertainty, comparison, time, location, direction,
means, cause, result, purpose and condition,
(H) Understanding the communicative value
(function) of utterances with and without explicit
indicators
.
(I) Understanding explicitly stated information.
(J) Identifying the main point or important
information in a piece of discourse, through vocal
underlining and verbal clues.
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(K) Listening to obtain the gist of utterances, a
general impression of utterances, specifically required
information, and/or the writer's point of view.
3. Writing Ski! 1
s
(A) Expressing relations within the sentence,
using especially: elements of sentence, modification
structure (premodification and postmodification),
negation, modal auxiliaries, intra-sentential
connectors, postponement.
(B) Expressing relations between parts of a text
through lexical cohesion devices of repetition,
collocation, and pro— forms.
(C) Expressing relations between parts of a text
through grammatical cohesion devices of reference
(anaphoric and cataphoric)
,
comparison, substitution,
time and place relaters, or logical connectors.
(D) Expressing conceptual meaning, especially:
number and quantity, structure, properties, certainty
and uncertainty, comparison, time, location, direction,
means, cause, result, purpose and condition.
(E) Using indicators in discourse for introducing,
and/or developing an idea, concluding an idea.
(F) Planning and organizing information in
expository language, using definition, classification,
and/or description.
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(G) Making notes of what is important/necessary in
reading.
(H) Writing the gist of a text.
(I) Giving information in the form of a letter and
an abstract.
4. Speaking Ski! Is
(A) Articulating sounds in connected speech.
(B) Reading aloud texts in sense groups.
(C) Expressing relations within the sentence,
using especially: elements of sentence, modification
structure, premodification, postmodification, negation,
modal auxiliaries, intra-sentential connectors, and
postponement
.
(D) Expressing conceptual meaning, especially:
number and quantity, structure, properties, certainty
and uncertainty, comparison, time, location, direction,
means, cause, result, purpose, condition.
(E) Planning and organizing information in
expository language, using definition, classification,
description.
(F) Using indicators in discourse for introducing,
developing, and concluding an idea.
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COURSE LIST IN MEDICAL UNIVERSITIES AND COLLEGES
Course list; Five and six year schooling in
1982
Course
( 1982 )
Physics
Chemistry
Math
Biochemistry
Anatomy
Histology/Embryology
Physiology
Pathology
Microbiology
Parasitology
Pathological anatomy
Pathological physiology
Pharmacology
Diagnosis
Hygiene
Infectious disease/Epidemiology
Basic internal medicine
Obstetrics/Gynecology
Pediatrics
Ophthalmology/Orthinogology
Dermatology
Chinese traditional medicine
Internal medicine
Surgery
Stomatology
Tumor
Nuclear medicine
Radiological diagnosis
Chinese langauge
Foreign langauge (English)
(Five & Six yr
126 114
234 260
54 72
162 200
180
108 120
162 160
180
126 160
72 80
144
72 85
126 140
162 200
108 120
90 112
54
108 120
90 90
54 90
54 72
144 166
216 344
225 298
27
40
36 20
54 54
38
306 669
Source
:
1. China's Educational Year book, 1984, p. 323
2. Course list of the Shanghai Medical University,
1982.
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COURSE LISTS FROM FOREIGN LANGAUE SCHOOLS
InstitutG
e
( 1984) f
rOItl the Sha"3hai Foreign Language
First-year students:
!• Listening
2
. Modern Literature
3. International Relations
4. Intensive Reading
5. Physical Education
6. Chinese
7
. Phonetics
8. Speaking
9. The History of the CCP
10. Extensive Reading
11. Video
Second-year students:
1 . Intensive Reading
2 . Linguistics
3. Physical Education
4 . Extensive Reading
5 . The History of European Literature
6 . Philosophy
7. Chinese
8. Grammar
9. Listening
10. Speaking
11. Political Study
12. General Introduction to the USA and
13. Video
Third-year students:
1 . Reading
2 . Translation
3 . Grammar
4. A second Foreign Language
5. Journalist Writing
6. Political Economy
7. American Literature
8 . Physical Education
9. Modern Linguistics
10. Composition
11. Foreign Trade
12 . Political Study
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Fourth-year students:
1. Translation
2. Video
3
. British Literature
4
. Computer
5. Advanced Writing
6. Journalist Writing
7
. American Drama
8. Language Modification
9
. Management
10. Physical Education
11. Political Study
12
. A second Foreign Language
13. The History of the CCP
(B) Course list form the Shanghai Teachers'
University (1984)
:
First-year students:
1. Intensive Reading
2. Extensive Reading
3
. Listening
4
. Speaking
5. Grammar
Second-year students:
1. Intensive Reading
2. Extensive Reading
3
. Listening
4. Phonetics
5 . Grammar
6. Writing
7. Introduction to the USA and the UK
Third-year students:
1. Intensive Reading
2. Extensive Reading
3. Listening
4. Writing
5. Linguistics
6. English Teaching
7. British Literature
8. Translation
9. A Second Foreign Language
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Fourth-year students:
1 .
2 .
3 .
4 .
Intensive
American
Readings
A Second
Reading
Literature
of American and British Literature
Foreign Language
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SYLLABUS SPECIFICATION
Readings included in this syllabus?
1* Alley
'
M
* (1987). The craft of scientific writing.
Dirckx, J.D. (1976) . The language of medicine.
3. Fishbein, M. (1972). Medical writing
4. Hawkins, C.F. (1967). Speaking and writing in
medicine
.
5. Memering, D. (1983). Research writing
6. Staheli, L.T. (1986). Speaking and writing for the
Physicians.
7. Uniform requirements for manuscripts submitted tobiomedical journals. (1982). Annals of intprn^i
medicine
. Vol. 96; No.
6
Week 1
Topics
:
Introduction to the program
Overview of medical English
Obi ectives
:
Be clear about the purposes and goals, principles
and procedures of the program. Expose students to and
familiarize them with the features of the medical
English.
Activities
:
1. Lecture and class discussion about the
program
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of the medical
2. Brainstorm on the features
English
3. Lecture, handouts and discussion on the
features of medical English.
Readings
:
Dirckx: Chapters 2-6
Memering: Chapter 1
Gehlbach: Chapters 1-5
Handouts: Published medical scientific papers
Assignments
:
Read the materials listed above and prepare
questions from the reading for next week.
Week 2
Topics
:
Overview of the process of medical research and of
the different kinds of medical scientific papers.
Objectives:
To understand the principles and procedures of
medical research and their relationship with the
scientific writing, and to expose students to different
types of medical scientific papers and the principles,
format and steps in scientific writing.
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Activities;
1. Brainstorm about the medical research process
2. Lecture and discussion on the medical research
process
3. Brainstorm about types of medical research
papers
4. Lecture, handouts and discussion on types of
medical research articles
5. Discussion on the readings in Week 1.
Readings
:
Memering: pp. 10-25
Assignments
;
1. Read the materials listed above and prepare
guestions from the readings for next week.
2. Prepare a writing topic for this course.
Week 3
Topics
:
Using the library and note-taking
Obi ectives
:
To familiarize students with use of the library
system; enable them to locate needed materials and to
select the needed information.
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Activiti PS!
1* Brainstorm about the library system
2. Lecture and slide show about library
3. Discussion and assimilation games about using
library
4. Discussion of the readings in Week 3
5. Discussion of the assignment 2 from the
previous week: writing topics.
Readings
:
Fishbein: Chapter 3
Hawkins: Chapters 4 and 6
Dirckx: pp. 137-143
Staheli
: pp. 4-5
Handouts: Published medical scientific papers
Assignments
:
1. Read the materials listed above and prepare
questions from the readings for next week.
2. Go to the library to locate one magazine, one
book and one article. Take notes from one of
the located materials to include author (s)
,
title, year, date, publisher(s)
,
the location
of the publishing company, the main ideas of
the article or the book.
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Week 4
Topics:
Overview of medical scientific writing
Initial planning: literature review
Obi ectives
:
Understand the features, principles and steps of
medical scientific writing. Understand how to conduct a
literature review for the purpose of writing a research
paper.
Activities
1. Discussion of the library experience from the
previous week and notes-taking
2. Brainstorm on medical scientific writing
3. Lecture, handouts and discussion on medical
scientific writing
4. Brainstorm and lecture on literature review
5. Discussion about the readings in Week 3.
Readings
:
Staheli: p. 5
Memering: Chapter 3
Handouts: Published medical scientific papers.
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Assignments
:
1. Read the materials listed above and prepare
questions from the readings for next week.
2. Conduct a literature review for one's writing
topic.
Week 5
Topics
:
Accumulating and handling research data
Objectives
:
Understand the importance of research data and
learn to accumulate and appropriately handle the data.
Activities
:
1. Discussion of problems in conducting the
literature review for one's writing topic
2 . Brainstorm on research data
3. Lecture, handouts and discussion on dealing
with research data
4. Field trip: visiting the medical writers who
are in the stage of accumulating raw data.
Readings
:
Fishbein: Chapters 2, 4-8
Alley: Chapters 1-10
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Assignments
:
1* Read the materials listed above and prepare
questions from the readings for next week.
2. Begin to accumulate data for one's research
writing project.
3. Take notes regarding problems in accumulating
data.
Week 6
Topic
:
Language structures and language mechanics in
medical scientific writing
Obi ective
:
Be aware of and able to use the language structures
and language mechanics appropriately for medical
scientific writing.
Activities
:
1. Discussion of the problems in accumulating
data
2. Brainstorm and writing samples on the
structures and mechanics of medical scientific
writing in English
3. Lecture and discussion on the structures and
mechanics of medical scientific writing in
English
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4. Discussion of students' writing samples
5. Discussion of the readings from the previous
week.
Readings
;
Memering: pp. 60-65 and pp. 66-67
Alley: Chapter 19
Handouts: Published medical scientific papers
Assignments
:
1* Read the materials listed above and prepare
guestions from the readings for next week.
2. Select a medical scientific paper and a non
-scientific paper to compare their structures
and mechanics.
Week 7
Topic:
Constructing an outline
Obi ectives
:
Understand the principles and procedures of
outlining and be able to construct an effective outline
Activities
1. Brainstorm on outlining and samples
2. Lecture and discussion on outlining
3. Guest speaker: how to construct an outline
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4. Discussion of the readings from the previous
week.
Readings
;
Alley: Chapter 15
Fishbein: Chapter 4
Staheli: pp. 15-16
Handouts: Published medical scientific papers
Assignments:
1* Read the materials listed above and prepare
questions from the readings for next week.
2. Outlining one's writing project.
Week 8
Topics
:
Constructing a title and writing an introduction
Objectives:
Understand the principle of constructing titles and
writing introductions. Be able to construct titles and
write introductions for medical scientific papers.
Activities
:
1. Discussion of the problems in outlining one's
writing project and presentation of an outline
of one's project
2. Brainstorm on titles and introductions
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3 . Lecture and discussion on titles and
introductions
4. Handouts and exercise on titles and
introductions with problems
5. Discussion on readings in Week 7 .
Readings
:
Staheli
: p. 16
Hawkins: p. 57
Uniform: p. 767
Handouts: Published medical scientific papers
Assignments
:
1. Exercise from handouts: After reading three
articles with no titles and introductions,
students should construct titles and write
introductions for them.
2 . Construct the title and write an introduction
for one's writing project.
3. Read the materials listed above and prepare
questions from the readings for next week.
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Week 9
Topic:
Dealing with material and methods
Objectives:
Understand what material and methods mean in
medical scientific writing. Understand the principles
and procedures of writing material and methods. Be able
to appropriately handle materials and methods in medical
scientific writing.
Activities
:
1* Review of the handouts exercise from the
previous week
2. Discussion of problems in constructing a title
and writing an introduction for one's own
papers
3 . Brainstorm and samples on materials and
methods
4
. Lecture and discussion on materials and
methods
5. Exercise: Identifying problems on materials
and methods from handouts
6. Discussion on the readings from last week.
Readings
:
Uniform: p. 767
Hawkins: p. 57
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papers
Staheli
: p. 16
Handouts: Published medical scientific
Assignments
:
1* Read the materials listed above and prepare
questions from the readings for next week.
2.
Write material and methods for one's own
writing project.
Week 10
Topic
:
Writing about research results
Obi ectives
:
Understand the purpose of the section on "results"
and the principles of writing "results." Be able to
write an adequate "results" for one's paper in medical
science
.
Activities
1. Discussion of problems in writing "materials
and methds" for one's own paper
2. Brainstorm and samples on writing results for
medical scientific papers
3. Lectures and discussion on writing results for
medical scientific papers
4. Guest speaker: how to write an adequate result
for a medical scientific paper
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5 . Discussion on the readings from the previous
week.
Readings
:
Uniform: p. 767
Staheli: p. 18
Hawkins: p. 57
Handouts: Published medical scientific papers
Assignments
:
1. Exercise from handouts: identify and solve
problems in writing results.
2. Write "results" for one's own writing project.
3. Read the materials listed above and prepare
questions from the readings for next week.
Week 11
Topic
:
Writing discussions
Obi ectives
:
Understand the purpose and the principles of
writing discussions. Be able to write an adequate
discussion for a medical scientific paper.
Activities
1. Discussion of problems in writing results for
one's own papers
2 . Brainstorm and samples of writing discussions
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3 . Lecture and discussion on writing discussions
for medical scientific papers
4. Exercise: Identifying problems in the section
on discussion from reading handouts
5. Discussion of the readings from the previous
week.
Readings :
Uniform: p. 767
Hawkins: pp. 57-58
Staheli: P. 19
Alley: Chapter 17
Handouts: Published medical scientific papers
Assignments
:
1. Exercise: Identifying problems in the section
of discussion from the reading handouts.
2. Write discussion for one's own project.
3. Read the materials listed above and prepare
questions from the readings for next week.
Week 12
Topic
:
Writing summaries and conclusions
Obi ecives
:
Understand the function of summaries or conclusions
and understand the principles in writing a
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summary or a conclusion. Be able to write an effective
summary or conclusion for medical scientific papers.
Activities:
1. Review of the exercise from the reading
handouts from the previous week
2. Discussing problems in writing discussion for
one's own paper
3. Brainstorm and samples of writing summaries or
conclusions for medical scientific papers
4. Lecture and discussion on writing summaries
and conclusions for medical scientific papers
5. Exercise: Identifying problems in the section
of summary and conclusion from reading
handouts
6. Discussion of the readings from the previous
week.
Readings
:
Memering: Chapter 5
Handouts: Published medical scientific papers
Assignments
:
1. Exercise: Read two medical scientific papers
with no summaries or conclusions and then
write a summary or conclusion for each paper.
2. Write a summary or conclusion for one's own
project.
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3.
Read the materials listed above and prepare
questions from the readings for next week.
Week 1
3
Topic
:
Dealing with documentation
Obi ectives
:
Understand the function and principles of
documentation and be familiar with different kinds of
documentation. Be able to appropriately document
medical scientific papers.
Activities
1. Review of the exercise from the reading
handouts of the last week
2. Discussion of the problems in writing a
summary or a conclusion for one's own project
3. Brainstorm and samples on dealing with
documentation
4. Lecture and discussion on dealing with
documentation
5. Exercises on documentation
6. Discussion on the readings from the last week.
Readings
;
Uniform: p. 767
Staheli: pp. 16-18
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Memering: pp. 74-76
Fishbein: Chapters 13-14
Alley: Chapters 11-13 and Chapter 20
Handouts: Published medical scientific papers
Assignments:
1* Exercise: Identifying problems of
documentation from the reading handouts.
2. Conduct appropriate documentation for one's
own project.
3. Read the listed materials above and prepare
questions from the readings for next week.
Week 14
Topic:
Dealing with illustrations
Obi ectives
:
Understand the function of illustrations and be
familiar with different kinds of illustrations. Be able
to construct and place illustrations appropriately.
Activities
1. Review of the exercise on documentation from
the reading handouts from last week
2. Discussion of problems dealing with
documentation in their own's papers
3. Brainstorm and samples of illustrations
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4. Lecture, slide show and discussion on
illustrations
5. Exercise on illustrations from the reading
handouts
.
Readings
:
Uniform: p. 767
Hawkins: P. 58
Staheli: pp. 13-14
Handouts: Published medical scientific papers
Assignments
:
1. Exercise: identifying problems in
illustrations from the reading handouts.
2. Develop approporiate illustrations for one's
own paper.
3. Read the materials listed above and prepare
questions from the readings for next week.
Week 15
Topic:
Dealing with acknowledgment, authorship and
publishing ethics
Obi ectives
:
Understand the function of acknowledgment and the
importance of authorship and publishing ethics.
Understand the principles of and be able to write a
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good acknowledgment. Be able to appropriately handle
authorship and practice publishing ethics
Activities
:
1. Review of exercises from the reading handouts
from the last week
2. Discussion of problems in dealing with
illustrations for one's own paper
3. Brainstorm and samples of acknowledgment,
authorship and publishing ethics
4. Lecture and discussion on acknowledgment,
authorship and publishing ethics
Reading handouts: acknowledgment and
authorship
5. Discussion of the readings from the last week.
Readings
:
Uniform: p. 768
Memering: Chapter 6
Hawkins: p. 58
Fishbein: Chapter 11
Staheli: p. 20
Handouts: Published medical scientific papers
Assignments
:
1. Write acknowledgment for one's own project.
2. Read the materials listed above and prepare
questions from the readings for next week.
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Week 1
6
Topic:
Compiling a bibliography
Obi ectives
:
Understand the importance of a bibliography and be
familiar with different ways to compile a bibliography.
Be able to compile an appropriate bibliography for one's
own paper.
Activities
1. Discussion of problems in writing
acknowledgment for one's own paper
2 . Brainstorm and samples of compiling a
bibliography
3. Lecture and discussion on compiling a
bibliography
4. Handouts and exercise on compiling a
bibliography
5. Discussion of the readings from last week.
Readings
:
Uniform: pp. 766-776 and p. 770
Memering: pp. 72-74
Staheli: pp. 6-12
Assignments
:
1. Exercise on bibliography.
2. Compile a bibliography for one's one paper.
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3.
Read the materials listed above and prepare
questions from the readings for next week.
Week 17
Topic
:
Typing, selecting a journal style and submitting
paper
Obi ective
:
Understand the rules of typing and the principles
in selecting a journal and be familiar with the
procedures of submitting a paper.
Activities
:
1. Discussion of the problems in compiling
bibil iography for one's own paper
2. Review of the bibliography exercise from last
week
3. Brainstorm and samples of typing, journal
selection and paper submission
4. Lecture and discussion on typing, selecting
journal and submitting a paper
5. Exercise on typing.
Assignment
:
1. Exercise: identifying problems in typing from
the reading handouts.
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project2. Prepare any questions from the final
for next week.
Week 18
Topic
:
Discussing the final project
Obi ective
:
Helping solve any problems in finishing the
project.
Activities
;
1. Group discussion
2. One-on-one conference.
Assignment
:
1. Finishing the project.
2. Preparing presentation of the project for the
last two weeks.
Week 19
Topic:
Presentation of the final project
Objectives:
Evaluate what learners have achieved and what needs
to be improved.
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Activity:
1* Students present their projects in front of
the whole class.
2. Other students and the instructor comment on
each project.
Week 2 0
Topic:
Project presentation and course evaluation
Obi ective
:
Evaluate what learners have achieved and what they
should improve.
Evaluate the adequacy and effectiveness of the
goals, objectives, procedures, design, materials,
methods and teacher-qualification.
Discuss the positive and negative sides of the
program in order to improve the program in the future.
Activities
:
1. Students present their projects in front of
the whole class
2 . Other students and the instructor comment on
each project
3. Course evaluation takes place in the form of
questionnaires and class discussion.
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